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Introduction to
THE ABFJESL INSTRUCTOR TRAINING SERIES

Scope and Content

The Study of ABE/ESL Training Approaches Project has developed ten training packets
to assist ABE and ESL instructors, both professionals and volunteers. Packet topics were
selected based on a national review of training content and practices and on recommendations
from selected experts representing ABE, ESL, and volunteer programs across the United States.

Packet topics include:

1. The Adult Learner
2. Planning for Instruction
3. Team Learning
4. Monitoring Student Progress
.5. Volunteers and Teachers in the Classroom
6. Communicative ESL Teaching
7. Mathematics: Strateoi,' Problem Solving
8. Whole Language Approach
9. Improving Thinking Skills for Adult Learners
10. Learning Disabilities: Learner-Centered Approaches

There is no suggested sequence implied in the above listing. Each packet is intended to
stand alone. Each encompasses a two- or three-session workshop series with activities scheduled
for participants to accomplish between sessions. Ideally, the sessions should take place about one
month apart. Packets include detailed instructions for workshop leaders and masters for all
handouts and transparencies needed in the workshops.

Key Assumptions about Adult Learning

All packets have been designed to guide workshop leaders to model the adult learning
principles upon which the packets are based. These principles apply to the training of instructors
as well as to educating adult students. Based on the literature about adult learners and the
experience of skilled adult educators, it is assumed that adults learn best when:

they feel comfnrtable with the learning environment and they attempt tasks that
allow them to .cceed within the contexts of their limited time and demanding lives.

they provide input into the planning of their own learning goals and processes.

they have opportunities to engage in social learning, i.e., they learn from peers as
well as from an instructor.

LEARNING DISABILITIES: LEARNER-CENTERED APPROACHES 1



they have a variety of options appropriate to their learning styles (including sensory
modalities, ways of thinking,and both individual and group learning) and have
opportunities to analyze and expand their modes of learning

they are able to associate new lea.-iiing with previous experiences and to use those
experiences while learning.

they have an opportunity to apply theorytmformation to practical situations in their
own lives.

In accord with these assumptions, each packet employs research-based components of
effective training and staff development: theory, demonstrations, practice, structured feedback,
and application with follow-up. Key research findings on these components are:

1. The theory that underlies any new practice is a necessary but insufficient component
of training.

2. Demonstrations that illustrate new practices and reinforce their use are essential to
full comprehension and implementation.

3. Instructors need to practice new approaches in a safe environment and to receive
structured feedback on their attempts.

4. New approaches need to be applied over time in a real situation preferably ones
where continuing feedback and analysis are possible (e.g., peer coaching or
mentoring).

Research indicates that long-term change is likely to occur only when all of the above
conditions are met.

We hope you will find that these training packets produce effective, long-term results.

I 0
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About the
LEARNING DISABILITIES TRAINING PACKET

This training packet employs selected research-based components of effective training and staff
development in the following manner:

THEORY: Inductive and deductive formats are used in presenting theory. This approach
requires participants to extract theory from experiential activities rather than memorize theory
from a lecture (a deductive format). Through scenarios, role playing, and exercises that
involve the use and analysis of tools and approaches used in working with adults with
learning problems and disabilities, participants learn about and internalize theory by
discussing it with others.

DEMONSTRATION: Scenarios, along with a video interview of two adults with learning
disabilities, are combined with focused questions to enable participants to identify and
understand: (1) learning styles and differences, (2) learning strengths, (3) ways to build on
learning strengths, (4) barriers to learning, and (5) instructional strategies for accommodating
learner differences.

PRACTICE: Between workshop sessions, participants will have an opportunity to practice
identifying student learning styles and strengths as a basis for developing and/or modifying
instruction.

STRUCTURED FEEDBACE: During Sessions Two and Three, participants will have an
opportunity to develop and or modify instruction for accommodating learning differences by
building on learning strengdis.

APPLICATION: Finally, participants will be able to reflectively develop new strategies and
modify approaches in working with all adult learners.

REFLECTION ON WORKSHOP PROCESSES: At several points during the workshop,
participants are required to analyze workshop activities after completing them. During these
analyses, participants think about the types of thinking and learning that the activities
stimulate. As a result, participants become conscious of the theories and assumptions that
underlie and guide this training packet.

Dui-Aig these training sessions, "learning by doing" will be the focus. Participants will experience
new instructional approaches, and then will reflect upon, analyze, and generalize from their
expeiences. Such learning is more likely to be remembered and used than is rote learning.

A'oour the Participants...

Thi;.; ',:aining packet is designed for ABE, ESL, and volunteer instructors. Because the content
of th.i packet builds upon theories of complex thinking, it is important for all participants to be
irvolved in all three workshop sessions.

In this training packet, participants work in "like groups" only during selected activities. At these
times, small groups of ABE instructors and ESL instructors will be formed. Volunteer instructors
will join whichever group most closely approximates their major teaching assignment.

LEARNING DISABILITIES: LEARNER-CENTERED APPROACHES
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REGARDING THE SUGGESTED TIMES: All suggested times are the result of field
testing within a three- to four-hour timefrarne. Feel free to adjust the suggested times to
meet the needs and experience levels of the participants. In addition, it is important to
become familiar with the materials prior to the workshop in order to select specific
activities if sufficient time is not provided or some activities take longer than anticipated.
Familiarity with the materials also will enable you to personalize the materials by adding
anecdotes where appropriate. If more than three hours are available for the training, the
suggested times can be expanded to allow for additional sharing and discussion.

[REGARDING THE ROOM SET-UP: Since the workshop includes both large and
small group work, arrange the room so that participants can move about fairly easily. Try
to make certain that the flip charts, overheads, or videos can be seen by all participants.
In less than ideal settings, you may have to consider eliminating the use of overheads or
flip charts.

REGARDING TRAINING PREPARATION: Before reading through these notes, the
trainer should carefully read the articles included as background information (pages
53-69). If participants would benefit from reading any of these articles, duplicate them
and include them in the Interim Task Assignment Packet (Handout 16a-c).

A primary goal for the trainer should be to strive to "do no harm"; that is, the workshop
should minimize the following outcomes:

The tendency of some teachers to identify as learning disabled those students
whom they cannot work with.

The tendency of teachers to over-identify as learning disabled those students who
are culturally and/or linguistically different.

The tendency of teachers, when confronted with what they understand as a
disability, to lower expectations rather than to adjust approaches and maintain or
even heighten expectations.

The tendency to employ a deficit as opposed to a strengths model.

The tendency to believe that there is a simple fix for learning disabilities.

12
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WORKSHOP OVERVIEW

Objectives: By the end of these workshops, participants will be able to:

1) Discuss and analyze the distinctions between learning differences, learning
problems or difficulties, and learning disabilities.

2) Identify learner strengths, learning styles, and learning needs.

3) Involve students in the identification of their own learning strengths and
possible barriers to learning.

4) Reflectively modify their approaches so that they can more effectively work
with students who have learning differences, learning difficulties, and
learning disabilities.

5) Make referrals when necessary and in a sensitive and appropriate manner
(e.g., for students with profound learning disabilities and students who could
benefit from other services).

Time: Total time required for the workshop: approximately 10 hours:

Session One: 3 hours

Interim Activities at Home Sites: approximately 2-4 hours over a
one-month period

Session Two: 3% hours

Interim Activities at Home Sites: approximately 2-6 hours over a
one-month period

Session Three: 3 hours

Materials
Checklist: Hardware:

VHS Player (1/2-inch) and Monitor
Overhead Projector
Flip Chart (optional)

Software:

Video: "Teaching Adults with Learning Disabilities" (VHS Cassette)
Packet Handouts
Packet Transparencies
Blank Transparencies and Transparency Pens

Preparations
Checklist: Tally results of the Participant Questionnaire.

Duplicate handouts.
Check equipment to be sure that it is working properly and that the video
is cued up to the beginning.

LEARNING DISABIL177ES: LEARNER-CENTERED APPROACHES
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WORKSHOP OUTLINE
SESSION ONE

MATERIALS ACTIVITIES TIME

1

H-3*, H-4,
H-5, T-A*

I. Introduction/Workshop Overview

Icebreaker Activity
Agenda, Objectives

15 min.

H-6, T-B EI. Adults First and Last 25 min.

Blank
Transparency,
H-5, H-7, H-8,
H-9, T-C, T-D,

T-E, T-F

III. What Is and What Is Not a Learning Disability

From Difference to Msability
A Working Defmition

35 min.

BREAK 15 min.

H-10, H-11,
H-12, H-I3,

T-G
IV. Attitudes, Barriers, and Accommodation

35 min.

H-14a-b, H-15,
T-H (multiple

copies)

V. Practice/Application: Scenario Looking at the
Whole Person

30 min.

H-16a-c, T-I VI. Interim Task Assipnment 15 min.

H-17a-d VII. Wrap-Up and Evaluation 10 min.

1 4

* "H" = "Handout," '7' = "Transparency"
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WORKSHOP OUTLINE
SESSION TWO

MATERIALS ACTWITIES TIME

H-19*, T-J*,
H-20

I. Introductions/Workshop Overview

Agenda, Objectives
Opening Exercise

30 min. I

!

!

H-21, T-K IL Review of Session One 15 min.

H-16a-c, H-22,
T-L (multiple

copies),
Transparency

Pens

III. Review of Interim Task Assignment

1

I

40 min. i

BREAK 15 min.

H-23a-d, H-24,
H-25a-c,

T-Ma-d, T-N

IV. Planning for Learning

Instructional Process
Video Demonstration
Conducting a Needs Assessment

85 min.

H-26a-c,
H-27a-g

V.
.

Interim Task Assignment 2 10 min.

H-28a-d VI. Evaluation and Wrap-Up 5 min.

* "H" = "Handout," "T" = "Transparency"

LEARNING DISABILITIES: LEARNER-CENTERED APPROACHES



WORKSHOP OUTLINE
SESSION THREE

MATERIALS ACTIVITIES TIME

H-29, H-30,
H-31, T-0

. Introductions/Workshop Overview 15 mhi.

H-32, H-33,
H-34

H. The Reflective Practitioner: Teacher Research and
Collaboration 20 min.

H-26a-b, H-35,
T-P

. Review of Session Two and Interim Task
35 min.

BREAK 15 min.

H-36a-b, H-37,
H-38, T-Q, T-R,

T-S, T-T

. Planning for Learning

Targeting Areas of Need
Developing a Learning Plan

40 min.

H-39, T-U
V. Developing a Monitoring Plan and Strategy

25 min.

H-40

VI. Accessing and Using Resources

Potential Resources
Accommodations

15 min.

VII. How Do You Make It Happen?

i

10 min.

T-V
VIII. Reflection on Workshop Processes

10 min.

H-41a-d IX. Evaluation and Wrap-Up
5 min.

1 6

* "H" = "Handout," "T" = "Transparency"
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TRAINER NOTES

SESSION ONE

1:7
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BEFORE SESSION ONE

The following tasks should be completed before Session One of the workshop:

Send out flyers announcing the workshop series. (See handout H-1 for a sample.)

O Send the Participant Questionnaire (H-2a-b) to all persons responding to the flyer.
The suggested maximum of participants for each workshop series is 30 persons. The
Questionnaire asks participants to have in mind an example of one student they are
working with and with whom they would like their teaching to be more effective.
They will revisit this student at various points during the workshops, and ideally, work
with that individual fen- interim task assignments.

Duplicate all handouts for Session One (11-3 through H-17) and arrange them into
packets. Staple together those handouts that have more than one page. By providing
one packet of materials to each individual, constant handling of materials during the
session can be avoided.

O Make transparencies from the Transparency Masters provided for Session One (T-A
through T-I). Make enough copies of T-H for one per group of participants.

O Tally the results of the Participant Questionnaire. (This can be done easily on a
blank copy of the Participant Questionnaire.) You may also want to make a
transparency of those results to share with participants.

O Order all equipment (VHS player, monitor, and overhead projector) and make sure
it is operating correctly. Also check the size of the screen and clarity of print from
the back of the room.

Obtain name tags for participants.

Arrange for a place to hold Session One and make sure it has sufficient space and
movable chairs for break-out activities. Consider which room arrangement will best
facilitate your activities. Ideally, the room should be set up with tables seating four
to six participants each.

O Prepare a sign-in sheet to verify atteniance at both workshops. Include space for
names, addresses and phone numbers for future contact with participants.

Arrange for any refreshments that will be available.

O Read the Trainer Notes for Session One, pages 10 through 27. Review handouts
H-3 through H-16 and transparencies T-A through T-I. Read background articles
provided in Supplementary Readings and Trainer Supplement materials.

J8
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Trainer Notes Session One

TRAINER NOTES: SESSION ONE

MATERIALS

H-3*

ACTIVITIES

I. Introduction/Workshop Overview

A. Icebreaker Activity

As an opening activity, have participants refer to
H-3, "Person Search," a scavenger hunt-type
exercise. Explain that participants must walk
around the room to question one another to fill
signatures on the appropriate line. They may not
use the same person twice. The person who
collects the most signatures wins some small prize
that the trainer designates.

The objective of the Activity is for participants to
get to know more about one another. The larger
purpose of this activity is to highlight the
importance of finding out more about the whole
person, as participants will be doing with their
students in different ways.

NOTE: An understanding of the whole person is
central to an adult-centered, strength-based approach
to learning disabilities. Because of this, the trainer will
invoke the participants' experience in this exercise
when they begin to work on Interim Task Assignment
I, H-16a-c.

When participants have finished the activity, ask
them to take one minute to introduce themselves to
one persoh next to them and ask that person what
his or her preferred learning style is (e.g., visual,
auditory, tactile/kinesthetic, working in groups,
working alone).

Ask participants what kinds of things they learned
about one another as they went through the sca-
venger hunt and when they introduced themselves.
What were some of the different learning styles of
their neighbors? The trainer should synthesize
these learning styles and note that the workshop
takes into account several types of learners. For

* "H" = "Handout"

TIMES

15 min.

LEARNING DISABILMES: LEARNER-CENTERED APPROACHES 10



Trainer Notes - Session One

MAIER._: ACTIVITIES TIMES

example, some people are auditory learners, hence
the verbal presentations. Others tend to learn in a
more visual way, so there will be visual aids used.
Still others are tactile-kinesthetic learners, so we
will have some "hands-on" activities. Activities
will vary so that participants will do some things
alone, in pairs, in small groups, or as part of the
whole group. Reiterate that we all learn differently.

NOTE: The wealth of information in this packet
requires that the trainer assess the needs of the
partidpants and determine the depth of the
presentation relative to their needs and experience.

H-4, T-A* B. Agenda, Objectives

Direct participants' attention to 14-4 and display
T-A. Go over the agenda and session objectives.
Explain that this workshop is not intended to
provide comprehensive training on diagnosis and
remediation of learning disabilities. It focuses on
what teachers and tutors can do to work more
effectively with students who are experiencing
learning difficulties.

Inform participants that the workshop will provide:

An awareness of the needs of adult students who
learn differently, face learning difficulties, or have
learning disabilities.

A working defmition of learning differences and
learning disabilities.

Strategies for identifying both students' learning
strengths and the learning difficulties that they face.

Learner-centered approaches to matching instructional
strategies to student strengths.

An opportunity to apply concepts to their own
teaching situations.

An overview of resources that teachers and programs
may want to draw upon.

* 'T' = "Transparency"
LEARNING DISABILITIES: LEARNER-CEMERED APPROACHES 11



11111111,

MATERIALS

H-5a-b

ACTIVITIES

Trainer Notes - Session One

TIMES

NOTE: Stress that due to the many factors that affect
the learning process, "diagnosis" of a learning
disability or identification of someone as having a
learning disability should be done ONLY by trained
professionals using validated methods in a culturally
competent and linguistically appropriate manner.
Remind participants of this at appropriate points
during the workshop presentation. (See
Glossary, for definitions of these terms.)

II. Adults First and Last 25 min.

Once a disability is identified or suspected, teachers
often focus on the disability to the exclusion of the
students' goals, stxengths, and social context. The
purpose of this activity is to enable participants to
recognize and internalize the concept that all adult
learners, whether or not they have a learning disability,
have similar motivations, goals, attitudes, and abilities.

H-6 Direct participants' attention to H-6, "Adults First and
Last" Divide the participants into small groups of four
to six people. Review each section of H-6, clarifying
the questions. Announce that there will be 10 minutes
for group discussion.

T-B Display T-B. Select one group to give their responses
to the first category, motivation. Then, open the
discussion to all groups and record responses on T-B.
Discuss implications for instructions.

NOTE: See Trainer's Supplement page 54 for
suggestions of possible student responses and
implications for instruction.

Continue this process, selecting another group to
respond to the goals, and then have all the other groups
respond to: (1) attitudes, (2) ability to learn, (3) social
and cultural factors, and (4) learning environment in an
open fashion. Summarize the discussion by reminding
participants that this exercise reflects the characteristics
of all adult learners independent of whether they
have a disability.

21
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H-7, T-C

H-5a-b

Trainer Notes - Session One

ACTIVITIES TIMES

NOTE: The one category in whicli parlicipants may
see an area of difference between adults who
experience learning difficullits and those who don't is
in the attitudes toward learning.

III. What Is and What Is Not a Learning Disability? 35 min.

A. From Difference to Disability

After observing that we all learn differently, ask the
group for one or two examples. If none are forth-
coming, or if the responses are inappropriate, refer
to their examples at the beginning of this workshop
when they identified themselves and their preferred
learning styles. Were participants taught to their
strengths and preferred learning styles when they
were in school? Ask participants to think about
students they are working with. Do the different
ways some students learn ever pose a challenge for
them?

Indicate that in addition to people who just differ in
learning style, we can distinguish two other groups: (1)
Some learners have learning problems; (2) Among these,
a smaller group has learning problems that may actually
be learning disabilities. Refer participants to the circle
diagram in H-7 (point to transparency T-C).

After distinguishing between a learning difference,
a learning difficulty, and a learning disability, note
that experts may disagree regarding when a differ-
ence becomes a learning difficulty and when a
learning difficulty becomes a learning disability
(i.e., what are the boundaries the cut points
between what constitutes a difference, difficulty, or
disability).

NOTE: Refer to the Glossary, H-5, for basic
definitions of these terms.

LEARNING DISABILITIES: LEARNER-CENTERED APPROACHES 13



MAnR1AL$

If-ti

I nnnta P1010 ISPfool f Sof

M:TIV1IIES TIMER

Since the categones are judgmental and subjec: to
disagreement, it is important to provide participants
with an opportunity to visualizz the differences
bemeen a learning difference, a learning problem
(or difficulty), and a learning disability. As an
alternative to the circle illustration (H-7), the trainer
can illustrate these differences graphically by
conceptualiimg a continuum. (We have adapted a
model used by Richard Cooper, of the Center for
Alternative Learning in Bryn Mawr, Pennsylvania
(see H-8).

Blank Using a flip chart or blank transparency, draw a
Transparency line, explaining that it represents th e. universe of

or Flip Chart individuals who just learn differently from other
students and who could profit from some modifica-
tion of the curriculum or learning environment.
Ask for an example. If none is provided or if the
example given is inappropriate, provide one (e.g.,
if you were teaching math with a predominantly
oral approach to a student who learns best in a
tactile-kinesthetic way, you could adapt your
teaching approach to provide manipulatives to
enable the student to grasp concepts more easily).
Draw a second line beneath learning differences
starting further to the right and observe that this
part of the continuum includes students who have
learning problems or difficulties that make it harder
for them to learn.

H-8, T-D

Learning difficulties may involve how individuals take in
information what some call input; how they process or
integrate the information that they take in; or how they
get information out what some call output.

Ask again for an example of students who learn
differently and then observe that, depending on the
severity of their learning problems, such students
may or may not have a learning disability. Inform
the participants that while some experts might
define all the learners with learning problems as
having learning disabilities, others, like Cooper,
suggest that learning disabilities are found in the
third line, placed at the right end the "severe"

3
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MATERIALS ACTIVITIEa TIMES

portion of the continuum. Refer participants to
H-8 far a completed illustration of the continuum.
Display T-D on the overhead.

To enable the teachers to start internalizing these
distinctions (beyond their initial impressions from
the circle diagram, H-7), ask them to think about
the student they "brought" as an example or to
think about another student they have. Where
would they place that student on the continuum
(H-8, T-D)? To provide the trainer and the
participants with some context, point to different
positions on the continuum and ask for a show of
hands regarding how many participants would
locate their students at each position. Did the
introduction of this alternative illustration change
their perception of where their students might fit?

B. A Working Defmition

The importance of definitions. To better under-
tand the distinctions between learning differences,
learning difficulties, and learning disabilities, we
need to understand what a learning disability is and
what it is not.

Begin by explaining that (in addition to disagreeing
about the cut points) experts do not agree on
exactly what a learning disability is. At least 15
different defmitions have been proposed by various
researchers and learning disability experts. Some
people even argue that learning disability does not
exist. The disagreements are for both scald& and
philosophical reasons.

NOTE: The trainer may wish to see Hanunill, 1990, in
the Trainer's Supplement, Session One, for more
information (see pages 55-65).

Explain that for our purposes, the exact definition
and prevalence of learning disabilities does not
matter. How we derme a disability is important,
however, because it determines the strategies and
tools we will employ in working with these
individuals.

CI A
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MATERIALS

H-9, T-E

ACTIVITIES TIMES

Ask the participants for an example of how the
definition of a problem determines an outcome. (If
there are none, or if the response is not useful, you
may want to pose the following: If an individual's
problem is money, what would be the strategy for
solving that problem? This is a very broad prob-
lem. Now cite more narrow problems: not being
able to save money, not earning enough money.
The strategies for solving these problems would be
different.)

NOTE: Remind participants again that students
should not be defined in terms of their disability.
Students must be viewed as a whole parson.

A working definidon. Direct participants' atten-
tion to H-9. This handout provides a working
definition of learning disabilities that comes closest
to representing a consensus. It illustrates the five
components of a learning disability that can be
found in most definitions.

Give participants a few minutes to read and reflect
upon the definition on the top half of the page.
Project T-E on overhead projector.

Guide participants through the definition by under .
lining key words and phrases with a transparency
pen.

NOTE: Page 66 of the Trainer Supplement contains
an example of which portions of the definition to

_highlight

Direct participants' attention to the bottom half of
the handout. Explain that while experts may not
agree on what a learning disability is, there are
areas of consensus that can be useful in planning
instruction for students who may have a learning
disability. Briefly discuss each component and its
implications for instruction.

5
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MATERIALS ACTIVITIES TIMES

C. Components of the Definition and Instructional
Implications

NOTE: This section provides a good deal of
background information for the trainer. Since it is
important for the training to be as participatory as
possible, the trsiner should make the presentation as
interactive as possible and should use discretion in
determining whether to go over the components in
detail.

Component 1 focuses on the wide variety of
problems that are encompassed by the term
learning disability. Thus, no one instructional
method will meet the needs of all students
with learning disabilities. Teachers need to
employ a range of tools and strategies that can
be matched to students' needs. Ask the par-
ticipants for examples. If none are given, or if
they are inappropriate, cite the phonetic
approach to reading as an example. While this
works for many students with learning dis-
abilities, it does not work for all students
(Bingman, 1989).

Component 2 focuses on neurological implica-
tions. It assumes a "glitch" in how the brain
inputs, processes and interprets, and com-
municates information. Some participants may
focus on this individual "deficit" to the
exclusion of other factors. In order to address
this danger, remind the teachers of two things:
(1) learner strengths can be used to help
students accommodate for learning difficulties;
and (2) teachers can modify their approaches
to more effectively teach students with learn-
ing disabilities. To involve the teachers, ask
them for an example of such accommodation.
(An example of this might be the student with
a visual perception problem who is asked to
learn geography by drawing a map instead of
learning through reading or viewing videos.)
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Trainer Notes - Session One

TIMES

Component 3 focuses on the persistence of
learning disahilities into adulthood. 1.-earrung
disabilities are not discrete, isolated charac-
teristics but are patterns of difficulties that
persist over time. But while they persist over
time they are "expressed differently in dif-
ferent developmental pericds and . . . adults
with learning problems should not be viewed
in the same way as simply grown-up learning
disabled children" (Po noway, et al., 1984).

1

Adult educators should be aware of family, community,
and work-related role-demands and competencies that
adults bring with them to the classroom. When planning
for instruction, educators should incorporate an
understanding of how literacy and learning disabilities
relate to the students' goals and strengths as well as to
the demands that they face at home, at work, and in the
community. (To involve teachers, ask them for examples
of a job-related strength or demand; e.g., ability to handle
several tasks at once; ability to communicate effectively
with co-workers; ability to learn a new skill quickly.)

Components 4 and 5 focus on the severity of
learning disabilities and the fact that they can
occur in any population. There are often nega-
tive stereotypes of adults who are considered
to have learning disabilities. These individuals
are often seen as needing specialized or "dif-
ferent" instruction from other adults and as
having limited ability to learn. This perception
prevents teachers from looking beyond the dis-
abilities to student strengths.

Component 6 focuses on the impact of learning
disabilities on adult life. While teachers focus
on cognitive issues, adults with learning dif-
ficulties often identify social problems as their
major problem. At the same time, many adults
have used their strengths to help them accom-
modate learning difficulties. Give examples of
some accommodations (e.g., a person who has
trouble with correct syntax when writing, but
little trouble when speaking, could speak into

LEARNING DISABILITIES: LEARNER-CENTERED APPROACHES 18



iNOTE: You should now be approximately one hour
and 15 minutes into the workshop.

BREAK I

MATERI

H-9, T-F

i_rattirr, Notr% Nr_%%son One

ACTIVITIES TIMES

a tape recorder and transcribe his or her
thoughts; a creative storyteller who has trouble
with spelling or handwriting could use a word
processor with a spell check feature) and dis-
cuss how teachers can support students and
help them develop accommodations.

D. What Learning Disability Is Not

Definitions exclude as well as include people. The
trainer should point to what is excluded from the
defmition in H-9. Display T-F.

1. It is not retardation. People with learning dis-
abilities are sometimes inappropriately called,
"dumb," "slow learners," or "retarded." Ask
the group if there are any other terms they
have heard (e.g., "good with their hands,"
"daydreamer," "discipline problem").

2. It is not due to other disabilities. Ask for
examples. If none are given, or if those given
are inappropriate, cite the examples of severe
visual impairment or mental illness. Glasses
may correct a visual impairment; emotional
problems may compound or be created or
compounGed by learning disabilities that
frustrate individuals or interfere with the way
in which they process information.

3. It is not due to cultural or linguistic dif-
ferences. Ask for examples. If none are
given, or if they are inappropriate, note that
differences in communication styles and the
responses to culturally appropriate approaches
may be confused with learning disabilities.

15 min.
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IV. Attitudes, Barriers, and Accommodation 35 min.

Although it is important to recognize and understand
learning difficulties and disabilities that can be linked to
individual needs, we cannot stop there. Differences and
disabilities do not have to be debilitating. They only
become so when one of the following elements is present:
(1) the environment (e.g., a program or school) only
addresses the needs of some individuals (e.g., visual
learners), or (2) these individuals are unable to use their
strengths to overcome the obstacles that they facc (say in
a program that is not built around the needs of adult
learners). This part of the session will provide a base for
understanding the problems created when individuals and
programs (or schools) are unable to respond to the
challenge posed by learning differences and learning
disabilities. We will use everyday examples to help
teachers explore the implications of what some call
"disabling help" and others call the "social construction
of disability."

A. Moving from Differences to Disabilities

The purpose of this section is to illustrate how a
simple difference can lead to dire consequences.
(If the example of how teachers saw left-handed-
ness as a disability was used earlier, remind
participants of that discussion.) Ask how many
participants are left-handed. Point out that
mortality statistics show that on average, left-
handed individuals die younger than those who are
right-handed. The trainer can ask the group why,
and, after one or two responses, suggest that most
theorists attribute it to the fact that left-handed
individuals have to use tools and equipment that are
designed, often unconsciously, for right-handed
individuals.

? 9
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B. Moving from Disability to Accommodation

The purpose of this section is to provide a useful
illustration of how an environmental adaptation
an accommodation can minimize the impact of
a significant disability. Ask participants to scan the
handout on "Barriers" (14-10). After one minute,
ask the group for examples of how environments
can be modified to provide access.

NOTE: If it is necessary, the ttniner can use the
example of ramps and curb-cuts to show how these
enable people who use wheel chairs (and others) to
utilize the environment.

C. The Paradoxical Implications of Identification

Identification of a disability has ambiguous implica-
tions. On the one hand identification of disabilities
may enable learners and teachers to accommodate
individual differences. On the other hand, identifi-
cation (particularly, if inappropriate) can reinforce
barriers to learning and label individuals. The
trainer should distinguish between:

(1) The appropriate identification of a disability
that can be accomnwdated and that enables
learners and teachers to raise expectations is
preferable to pejorative labels such as
retarded, slow learner, lazy, and "only good
with their hands."

To illustrate an aspect of this, ask the group
for an example of how negative labels hurt
people. If none come out, or the responses are
insufficient, inform participants how, when
interviewed, adults with learning disabilities
talk about spending their life "managing
humiliation." (For example, see monograph,
Osher & Webb, 1993.)

3
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H-11, H-12

(2) An inaccurately applied label that does not
improve results and leads teachers and tutors
to see the learner (and not their approach) as
the sole source of the problem or to reduce
expectations.

To illustrate an aspect of this, ask the
participants for an example of how ignoring
teaching-related problems can prevent teachers
from adjusting their teaching to accommodate
learning differences. For example, a teacher
who mistakenly perceives a particularly
nonverbal ESL student as not being fluent in
any language may not provide that student
with the experience and instruction that might
focus on areas of strengths and help the
student progress. '

D. Self-Fulfilling Prophecies

To enable the teachers to explore one of the
implications of labels, the trainer should introduce
the concept of a self-fulfilling prophecy how
teacher and student expectations affect learner
outcomes.

As an illustration of this, direct participants'
attention to H-11 and H-12, which are samples of
two letters summarizing the results of diagnostic
tests on two adults with learning disabilities. Ask
participants to take a few moments to read both
letters and, while they are reading, to think about
what message each letter gives them (if they were
the learner and if they were the teacher). Explain
that the letter in 11-12 is not a worse-case scenario,
but can be problematic in terms of its tone. H-11
seems to focus more on the learner's strengths and
is easier to understand. Generate discussion on the
implications of these two different approaches.

3 1
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MATERIALS

H-13, T-G

ACTIVITIES

NOTE: These two letters are provided to suggest two
contrasting approaches. Some participants may be
unfamiliar with such reports. If their unfamiliarity
presents a problem, you might ask them for examples
from their own experiences (e.g., discussions among
teachers).

E. Visualizing Appropriate Identification

Because all students even some of those who
were labeled as learning disabled in public schools

are not learning disabled, and because some
students who are learning disabled have not been
identified, it is useful to visualize the range of
students teachers will encounter in their work. We
will end this section by providing a conceptual
framework that participants can turn to throughout
the workshop sessions for a visual reference.

Direct participants to H-13 and display T-G,
showing the dilemma of those learners who do and
do not have learning disabilities, and of those
learners who are and are not identified.

NOTE: This matrix is a simple graphic that the
trainer could point to periodically throughout the
workshop to help teachers think about the different
kinds of learners they are likely to work with, the
impact of labels, and the implications of these
differences.

Note that after the workshop, teachers can use this
graphic as a means for remembering that: (1) all
learning differences are not learning disabilities; (2)
some learners who were labeled as having learning
disabilities may have been inappropriately labeled;
and (3) some of their students who have not been
identified may have a learning disability.

NOTE: You should now be approximately 2 hours
into the workshop.

3 2
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MATERIALS

H-14a-b

ACTIVITIES TIMES

V. Pracdce/Application: Scenario Looking at the 30 min.
Whole Person

People are more than their disabilities or any other single
differentiating characteristic; hence the desire of most
people with disabilities to be referred to as a person "with
a disability" as opposed to "a disabled person."

Direct participants' attention to H-14-a, a scenario of an
adult learner named Karen W., and H-14-b, Scenario
Focus Questions. Remind participants that adult
learners have a variety of roles and responsibilities that
help defme them as individuals; the possible learning
difficulty or disability does not defme the person.

T-H Ask participants to break into their small groups,
(multiple reading the scenario individually and then working
copies) together to respond to the focus questions. Direct each

group to select a recorder/reporter to write responses on
T-H and report back to the whole group. Inform groups
that they have 15 minutes for this activity. Circulate
among the groups to monitor their progress and answer
questions. When five of the 15 minutes are left,
announce the time rewaining to the groups.

NOTE: The scenario on Karen W. provides a
composite of information on one individual. If you
would like to use additional scenarios or if you would
like a profile of someone more relevant to your needs,
you may choose to write your own scenario or you may
choose from the alternative ESL scenario on Alicia S.
In the Trainer Supplements, page 67. A real-life case
study, written by and about an adult education student
named Ron White, is also available in the Trainer
Supplements, pages 68-69. Scenario Focus Questions
may be used for these examples, as well.

Have each group spokesperson project T-H on the
overhead projector while explaining the group's
findings.

33
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NOTE: The amount of time allowed for these
presentations will depend on the total number of
groups.

H-15 To prepare participants to start thinking about their
students as whole people, ask them to take a minute and
write down on H-15, Adult Roles, the set of roles that
they and their students, as adults, play outside of the
classroom and the types of competencies that their
learners bring with them (e.g., parent, family member,
worker, learner, citizen). After a minute, ask for
examples. If none are provided (or if they are insuffi-
cient or inappropriate) provide examples from the world
of work, family, and community (e.g., mother of two
children, foreman, little league coach, church volunteer).
Then observe that teachers usually see only one role
learner. End this point by adding that even as learners,
adults may not show their best face in a school-like
environment Their culture may be different from the
school's and/or teacher's culture. Also, a school may
resurrect past frustrations that most of our students
particularly those with learning difficulties faced
before. Ask the participants for examples of this,
noting that uncomfortable settings may make it hard for
learners to display their learning strengths.

End this discussion by suggesting that if teachers are
going to be able to work with adults in an effective
manner, they must understand what motivates the
learners, what strengths the learners have, how they have
compensated for their learning difficulties (or their
inability to perform certain academic tasks), their support
system, and the places where they will test out, refme,
and apply the skills they develop.

VI. Interim Task Assignment 15 min.

The emphasis of the interim assignment is upon the
student and teacher as partners. The goal is for teachers
to learn about the student's different strengths and roles
outside the classroom. Conversations with the student
should, in addition to teacher observations, serve as the

3 ,A
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basis for determinkig student learning strengths, inter-
ests, and accommodation strategies. These learning
strengths will form the basis for developing the instruc-
tional strategies that will be explored in Sessions Two
and Three of the training packet

Direct participants' attention to the interim task
assignment packet (H-16a-c) and display T-I. Review
the instructions on the first page and make sure all
participants know what is expected of them. Answer
any questions.

NOTE: Remind participants that these are suggested
questiom. If a question is inappropriate, they should
adjust in a manner that fits the learner's cultural and
social Context. Ask participants to read all parts of the
interim task assignment packet carefully and
thoroughly. To make sure that participants are
equipped to proceed with the assignment, it is
important that the trainer provide sufficient examples.
Refer briefly to the scenario of Karen W. and model
how you would interview her (II-14-a). To make this
participatory, you mlf)it ask two volunteers to role
play the interview.

In addition, ask participants to read R-2, a chapter from
Sally Smith's (of the Lab School in Washington, D.C.)
book, Succeeding Against the Odds. This will provide
some useful background reading to prepare them for
work they will be doing later in Session Two and
Session Three.

NOTE: We have chosen the Smith book because it is
practical and readable. Since it focuses on working
both with children and adults with learning disabilities,
participants should be asked to focus on the
information that pertains to adult learners.1

35
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VII. Wrap-Up and Evaluation 10 min.

H-17a-d A. Session Evaluation

Ask participants to complete the Evaluation Form
for Session One (H-17a-d). Be sure to allow suffi-
cient time for participants to complete it. Then
collect the form, analyze the results, and use them
as a basis for planning Session Two.

B. Thank participants for their time and effort.
Remind them of Session Two and give time and
place, if known.

3 G
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BEFORE SESSION TWO

The following tasks should be completed before Session Two of the workshop:

El Send Notice of Session Two (H-18) to Session One participants only. This notice
should include a reminder that participants should bring their entire handout packets
from Session One with them to Session Two, especially the Home Task. Remind
them to complete the home task.

O Review sign-in sheet from Session One to verify aUendance.

O Duplicate all handouts for Session Two (H-19 through H-28) and arrange them into
packets. Also duplicate a few extra sets of handouts for Session One (11-3 through
H-17) for those participants who forget to bring theirs to Session Two.

O Make extra copies of handout 11-20.

O Prepare transparencies from all of the Transparency Masters providi xi for Session
Two (T-J through T-N). Make enough copies of T-L. for one per group of
participants.

0 Check equipment (VHS players and monitors, and overhead projector) to make sure
it is working properly. Check screen size and readability of printon screen.

O Arrange for a place to hold Session Two; make sure it has sufficient space and
movable chairs for break-out session.

El Arrange for any refreshments that will be available.

O Obtain name tags for participants.

O Read the Trainer's Notes for Session Two, pages 29-40. Review handouts H-19
through H-28 and transparencies T-J through T-N.

3 S
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TRAINER NOTES: SESSION TWO

MATERIALS

H-19*, T-.1*

A CTI V ITIES

I. IntroductiontWorkshop Overview

A. Welcome Participants

Welcome participants. They should be the same as
those who attended Session One. However, if there
are any newcomers to the group, have all par-
ticipants (old and new) introduce themselves
quickly one by one to the large group by stating
their name, program, and the type of class they are
currently teaching.

Present the agenda for Session Two (H-19 and T-J).

NOTE: Partidpants should form the same small
groups of four to six people that they orpnized during
Session One. They will continue to stay in these
groups throughout Session Two. If there are new
participants, include them in existing groups so that
they can benefit from the experience of the returning
partidpants.

B. Opening Exercise

H-20 To open Session Two, distribute loose copies of
H-20, "Person Search, Part 2". The process for
conducting this activity is similar to the scavenger
hunt they participated in at the beginning of Session
One, but the items are more in-depth and tied more
closely to issues that will be covered in the
workshop. Give participants five to 10 minutes to
complete the activity, again explaining that they
must move around the room (if they can) to collect
names on the appropriate line. To continue the
theme (and give someone else a chance to win),
you may also designate a prize to the person who
collects the most signatures.

39

TIMES

30 min.

5 min.

25 min.
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The objective of this scavenger hunt is different from the
one in Session One. Both activities are designed to help
participants find out more about the whole person;
however, the focus in Session Two is to rethink the
activity to make it more learner-centered.

After a winner has been declared, ask participants
to get into their small groups and brainstorm for 10
minutes to answer the following question:

This kind of activity works well for some people
and not for others. What are some ways they
would structure the activity differently to better
incorporate their learning styles (e.g., visual,
auditory) and personal context (e.g., don't like
games, don't like having to mingle with people,
aren't mobile enough to move around)?

NOTE: In doing this exercise, participants have three
options: to keep the activity as it is, revise it, or
choose an alternative activity. If the participants want
to revise the activity but are unable to think of
revisions, provide some examples. For example, they
could flip a coin or draw numbers to decide what
order to follow; they could conduct cooperative
interviews in small groups; they could share in-depth
with one or two individuals. Experience has shown
that people generally like participeting in a scavenger-
hunt activity, but if the groups do not like this exercise,
they may suggest an alternative.

After 10 minutes have elapsed, ask the groups to
select a representative to report the group's
fmdings. Each group should take no more than two
minutes. Explain to participants that, unless the
consensus is to do away with the scavenger hunt,
there will be a similar activity in Session Three, but
it will be refrained based on their recommendations
during this exercise. If they elect not to conduct a
scavenger hunt, an alternative activity will be con-
ducted that reflects their input during the brainstorm
activity.

4
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MA TER IA LS

H-21, T-K

H-16a-c

H-22, T-L
(multiple
copies),
Transparency
Pens

ACTIVITIES

U. Review of Session One

NOTE: The purpose of this portion of the workshop is
to review major points covered in Session One and to
provide a warm-up acdvity leading into the discussion
of Interhn Task Assignment I, 11-16a-c.

Direct participants' attention to H-21. Have participants
discuss the four questions with a partner. Tell the
participants that they should feel free to refer to the
workshop material from Session One as they answer the
questions. Allow 10 mintaes for this portion of the
exercise.

Project T-K on the overhead projector. Facilitate a brief
large-group discussion of H-21; using a transparency
marker, briefly record responses under appropriate
headings.

III. Review of Interim Task Assigmnent

A. Small Group Discussion of Interim Task

Direct participants' attention to H-16a-c, their
Interim Task Assignment packets. Participants
should have completed this packet and brought it
with them to Session Two. Have additional packets
on hand for participants who have forgotten their
packets.

Participants will now work in their small groups to
share and discuss the results of their interim task
assignments. Direct participants to H-22. Explain
each step of the small group task and answer any
questions. Clearly state that each group should
develop a student profile. Distribute one copy of
T-L and transparency pens to each group.

Inform the groups that you will be available to pro-
vide assistance while they are working. Circulate
among the groups, listening to participants, sharing
and offering assistance, as necessary. Monitor the
progress of the groups, moving them along and
encouraging them to fill out their transparencies for

4/

TIMES

15

35 mM.

20 min.
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the presentation to the large group. When 10
minutes remains in the time allotted. make an
announcement to the group. This will keep par-
ticipants on task.

B. Small Group Presentations 15 min.

Have one or two volunteers from each group
present the "student profile" their group has
selected to share. After each presentation, ask for
comments and questions from the large group.

The small group presentations should provide the
participants with examples of a variety of learning needs,
strengths, and social-cultural contexts that are found
among their students. Explain that these student profiles
will be used during the remaining portion of the
workshop to develop learner-centered plans of instruction.

NOTE: The amount of time you allot to each group's
presentation will depend upon the total number of
small groups.

NOTE: You should now be apprwdmately one hour
and 20 minutes into the workshop.

1
BREAK 15 min.

IV. Planning for Learning 85 min.

A. Instructional Process

H-23a-d, Direct participants' attention to H-23a. The
T-Ma-d purpose of this handout is to provide participants

with a blueprint for instructional planning and to
highlight the importance of involving students in all
phases of planning and monitoring instruction.
Project T-M-a on overhead projector. This graph
serves two functions: (1) it provides a simple
dynamic model of the stages of planning, imple-
mentation, and monitoring; and (2) it will orient

15 min.
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participants to work they will be doing in Sessions
Two and Three. Focus participants' attention to the
top of the page. Explain that the whole process of
learning begins sind ends with the learner. Next
point to the first box at the top of the page, "getting
to know the student," and explain that the instructor
first needs to have an understanding of the student's
social-cultural context and to begin to establish
rapport with the student before conducting a "needs
assessment." Briefly examine bulleted items.
Explain that the interim task assignment for Session
One reflects a key component in any learner-
centered needs assessmmt: learning about the
student as a whole person and understanding the
student's goals and resources. Participants will
develop a needs assessment later in Session Two.
Direct participants to the remaining three boxes:
objectives, learning activities and student support,
and monitoring. Briefly discuss each, moving
clockwise around the transparency.

NOTE: Explain that the first box was covered in
Session One and in the Interim Task Assignment. The
items in the remaining four boxes will be highlighted in
Sessions Two and Three. Session Two will concentrate
on two boxes needs assessment and objectives
whereas Session Three will focus on the learning
activities and monitoring phases. In Session Three,
parlidpants will look at some methods, tools, and
resources for working with students with learning
difficulties.

The next three handouts (H-23-b, H-23-c, H-23-d)
present variations on the process described in
H-23-a (T-M-a) that account for adults who may
have learning difficulties or disabilities. In order to
engage participants in visualizing these illustrations
as you explain them, have them break into their
small groups again. Each group will represent one
box on the diagram; if needed, one group can repre-
sent the "student" at the top of the page. Mustrate
the flow around the diagram by tossing a beach ball
(or other lightweight ball) to each point in the
circle. Literally and symbolically, in this case, the
student starts the ball rolling in this process.

4 3
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Wherever the ball lands, it's still his or her ball.
Have each group toss the ball clockwise around to
the corresponding group as you describe each
element in this cycle.

An alternative approach is to have each group stand
and/or wave their arms (like a "wave" at a football game)
as you describe each part of the process. Whichever
method you choose, point out to participants that it
represents use of multi-sensory (e.g., visual, tactile-
kinesthetic) modalities.

Direct participants to each variation on the diagram
as you project them on the overhead projector.
Project T-M-b (H-23-b) and point to the addition of
a stage called "targeting difficulties." Explain that
during any one of the stages represented, either
initially through a needs assessment or through
monitoring of the instructional process, a teacher
may determine that targeting strengths and needs is
necessary. With transparency pen, trace the arrow
from the "monitoring" box back to the "targeting"
phase in the right hand corner of the transparency
(H-23-b, T-M-b). Have groups toss the ball around
(or form a wave) again as you show the new
circuit, with the trainer standing in as the
"targeting" phase.

NOTE: Explain that targeting difficulties will be
covered during Session Three.

H-23-c, For the third handout and transparency (H-23-c and
T-M-c T-M-c), note the addition of a stage that incor-

porates the use of external resources. (e.g., voca-
tional rehabilitation). Explain that a problematic
assessment or persistent difficulties even after you
have adapted instruction in a variety of ways (point
to the "monitoring" box), a teacher may seek an
outside agency for a formal evaluation or diagnosis.

4 4
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H-23-d, The final transparency of this series (H-23-d,
T-M-d T-M-d) shows the complete process, including the

addition of four areas of the students' lives that are
key to a learner-centered approach: classroom,
home, work, and community. Stress the importance
of these areas in learner-centered instruction. Note
that in addition to learning activities, a student
support system is important, one that could include
student support groups, counseling, child care, and
transportation. Instruction should reflect the
strengths that adults demonstrate as well as the
needs that they have in the different areas of their
lives that fall outside the classroom. Not only do
needs in some or all of these areas motivate
learning, but these areas will be the place where
students test out, use, and refine their learning.

Ask the participants to get into their small groups
to discuss their students' different social contexts

community, work, and home. If they're having
difficulty thinking of examples, ask them to think
back to Karen W. from Session One (H-14-a) and
to the Adult Roles (H-15) they noted for her. Have
participants provide an example or two of how they
or their students test out and use their learning.

B. Video Demonstration 25 min.

Continuously observing and discussing with students what
works and what doesn't are important ways that students
and teachers together can discover ways in which
students can learn.

NOTE: This portion of the workshop focuses on how
teachers can work with students to begin to determine
student learning strengths, learning preferences,
barriers to learning, and accommodalion strategies.
This information will form the basis for developing a
student-centered plan of instruction.

4
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H-24 Inform participants that the video they are about to
see features interviews with two adults who have
learning disabilities. Before showing the video, ask
participants to watch for indicators of student
learning style preference, goals, strengths, barriers
to learning, and instructional and support needs.
Discuss H-24, "Video Focus Chart" and answer any
questions. H-24 may be used for taking notes on
the video. Inform participants that they have 20
minutes for this activity.

T-N Show the video through without stopping. In small
groups, have participants discuss the video and fill
out H-24. Project T-N onto the overhead projector.
Have volunteers discuss what their group wrote for
H-24 and record responses on T-N. Facilitate a
group discussion of the patterns they see emerging
and what the implications for instruction might be.
Emphasize that participants should look for patterns
that indicate learning strength and possible barriers
to learning. Encourage participants to be aware of
information that is implied or missing. What infor-
mation would they need to complete the picture,
assess the student's needs, and work more effec-
tively with the student? How might this informa-
tion be obtained?

NOTE: Again, remind participants that three three-
hour sessions are insufficient to prepare them to
identify a person as learning disabled. Educators
should take care not to label students as learning
disabled.

NOTE: The purpose for showing the video is to
provide additional information about what it is like to
have a learning difficulty or disability, to provide a
common base to work from for the upcoming needs
assessment exercise, and for the two individuals
highlighted in the video to serve as reference points for
the trainer and participants.

46
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C. Needs Assessment 45 mM.

Needs assessments can be built around teacher and
program needs (what might be called an organi-
zation-based needs assessment) or they can be built
around the needs of adult learners (what might be
called a consumer-based needs assessment). The
goal of this section of the workshop is to ready
participants to develop and participate in a
consumer-oriented, learner-based needs assessment.

Begin this section by observing that., like business,
education and social service providers are starting
to develop a customer orientation involving con-
sumers (learners) and producers (teachers) in the
plamiing process. The goal of this process in
business is customization tailoring products and
services to meet the needs of customers and involv-
ing users to avoid unworkable design problems.
Ask participants if they have had any experience
with such approaches. If not, provide an example
of consumer involvement (e.g., focus groups and
one-on-one interviews to get ideas for product
development; customer satisfaction surveys by
credit card companies referred to in the business
world as "customer listening"). Inform participants
that the needs assessment they will conduct is
learner-centered and aims at customizing
approaches to address learner needs and improve
learning outcomes.

H-25a-c, Refer pankipants back to the transparency (T-M-a),
T-M-a the first flow chart on the instructional process.

Inform participants that since their students are not
present, the interview that they conducted for the
first interim task as well as the information they
compiled in the student profile and their knowledge
of their student will provide the base for the
needs assessment (If any participants are new,
they should select a student whom they know a
good deal about or they may choose one of the
learners from the video.) Direct their attention to
H-25a-c. Inform participants that H-25a-b is a
format that they can choose to use or modify in
their actual work and that H-25-c is an adaptation

47
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of H-25a-b for use in the workshop. Ask the
participants to take a minute to review H-25a-h.
Respond to any questions. Have the participants
take 10 minutes to fill out H-25-c, with the trainer
making himself or herself available for assistance.

After the 10 minutes have elapsed, the trainer
should ask the participants to work in their small
groups for 15 minutes. Now each participant
should present a brief synthesis of his or her needs
assessment. After each participant has presented,
the group should select one assessment to present
to the entire workshop that particularly reflects a
student-centered approach. (The trainer should
inform participants when 10 minutes are up).

The trainer should conclude this exercise by having
a representative from each group present his or her
group's example, suggesting how this assessment
embodies customization to address the particular
strengths, needs, and goals of an adult learner. If
time permits, the trainer should facilitate a
discussion on how to put into practice this approach
to needs assessment.

Explain to participants that if they have time during
the next interim task, they may conduct a needs
assessment with their student using the model they
worked from today.

The purposes of this exercise are threefold:

(1) It may improve the needs assessment.

(2) It underscores and helps participants internalize the
fact that teachers and students have different
perspectives.

(3) It will encourage participants to reflect on needs
assessments from a learner-centered perspective.

4
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V. Interim Task Assignment 10 min.

H-26a-c, Direct participants' attention to the Interim Task
H-27a-g Assignment packet for Session Two, 1-1-26a-c, and

H-27a-g. a `Tool Kit" of instructional strategies. Go
over the instructions on the first page (H-26-a) and
make sure all participants know what is expected of
them. Answer any questions. Remind participants that
they will need to bring materials from Sessions One and
Two with them to Session Three.

NOTE: Give the following cautions to partidpants:

One month is a short period of time to expect to
see visible changes, and the adaptive strategies
partidpants try out with their students my not
bear fruit in this brief period.

There are no quick fixes when you are dealing with
adults with learning difficuldes or learning
disabilities. Remember that some learning
problem are more difficult to deal with than
others and that teachers may need to find out more
about the student in order to work with him or her
effectively.

H-27a-g, R-2*, In addition to the "Tool Kit" (H-27) in their Interim
R-3 Task Assignment packet, ask participants to read R-3,

Mary Beth Bingman's paper, Learning Differently:
Meeting the Needs of Adults with Learning Disabilities.
Remind them that they may also want to reread R-2, the
chapter from Sally Smith's book, Succeeding Against
the Odds. Explain that these readings, along with the
Tool Kit, will provide some general background infor-
mation that may help participants in working with their
students and completing their interim task.

By this time in the workshop, participants have had two
experiences designed to enhance their understanding of
students who learn differently:

4 9

* "R" = "Supplementary Reading"
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(1) Interim Task 1 focused on the student as a whole
person. It provided an opportunity to reflect on the
strengths that adults demonstrate as well as the
different needs they have that fall outside the
classroom.

(2) The needs assessment focused on learner-centered
approaches to prioritizing goals and general needs.

By now participants should be ready to start modifying
their approach to teaching in a reflective and learner-
centered manner. Interim Task 2 will provide an
opportunity to practice adaptive instructional strategies.
Session Three will provide participants with an
opportunity to obtain feedback and to reflect on those
strategies.

TIMES

VI. Evaluation and Wrap-Up 5 min.

H-28a-d A. Session Evaluation

Ask participants to complete the Evaluation Form
for Session Two (H-28a-d). Be sure to allow suffi-
cient time for participants to complete it. Then
collect the form, analyze the results, and use them
as a basis for planning Session Three.

B. Thank participants for their time and effort.
Remind them of Session Three and give tune and
place, if known.
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BEFORE SESSION THREE

The following tasks should be completed before Session Three of the workshop:

O Send Notice of Session Three (H-29) to Session One and Two participants only.
This notice should include a reminder that participants should bring their entire
handout packets from Session Two with them to Session Three, especially the Interim
Task Assignment. Remind them to complete the assignment

Review sign-in sheet from Session Two to verify attendance.

O Duplicate all handouts for Session Three (H-30 through H-41) and arrange them
into packets. Also duplicate a few extra sets of handouts for Session One (H-3
through H-17) and Session Two (H-19 through H-27) for those participants who forget
to bring theirs to Session Three.

O Make extra copies of handout 11-31.

O Prepare transparendes from all of the Transparency Masters provided for Session
Three (T-0 through T-V).

O Check equipment (VHS players and monitors, and overhead projector) to make sure
it is working properly. Check screen size and readability of print on screen.

O Arrange for a place to hold Session Three; make sure it has sufficient space and
movable chairs for break-out sessions.

Arrange for any refreshments that will be available.

O Obtain name tags for participants.

Read the Trainer's Notes for Session Three, pages 42-53. Review handouts H-30
through H-40, transparencies T-0 through T-V, and Trainer Supplement pages 70-71.
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I. Introduction/Workshop Overview

A. Welcome Participants

H-30*, T-0*

Welcome participants. There should not be any
newcomers (if they missed Sessions One and Two,
they will be too far behind to catch up in this
workshop).

Direct participants' attention to H-30 and display
T-0. Go over the agenda and the session objec-
tives. Explain that this is the third and fmal session
in this workshop series. Answer any questions.

Have participants form small groups of four to six based
on their areas of teaching (e.g., ESL, ABE). Explain that
participants will collaborate on planning for learning and
refining instructional strategies in Session Three. (Do not
separate teachers from tutors.) Suggest that the groups
they form in Session Three can serve as a model or a
base for support groups they may form in their individual
programs.

NOTE: Once they have formed their small groups, ask
participants to choose a partner (probably the person
next to them) whom they will work with. Pain should
switch off roles from one activity to the next (e.g., the
person playing a student should play a teacher in the
next activity). There may be an uneven number of
participants so that one person cannot be paired.
When that is the case, participants may form a triad.
In a triad, two people should act as students.

B. Activity: Person Search Revisited

H-31 As was the case for Sessions One and Two, a
scavenger hunt will be conducted to open up
Session Three. The manner in which the scavenger
hunt will be conducted will vary depending on the
recommendations made by participants when they

* "H" = "Handout," "T" = "Transparency" 5 3

TIMES

15 min.
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processed the scavenger hunt activity in Session
Two and suggested ways of accommodating their
learning differences. Distribute loose copies of the
Person Search (H-31). Give participants 10 minutes
to complete the activity.

NOTE: The items on this new list have been adapted
to tie in with the themes of Session Three.

Once participants have completed the activity,
briefly explain the reasoning behind the questions
that were included (e.g., they tied in with the
themes to be covered in Session Three: reflective
practice, accessing resources, collaboration, moni-
toring and adapting instructional strategies). Did
participants conduct this exercise differently from
the scavenger hunts in Sessions One and Two? If
they chose to modify the format used in Session
One and Session Two, how did their modifications
affect the way they approached the activity this
time? Ask participants for feedback on the pro-
cessing of the three activities.

II. The Reflective Practitioner: Teacher Research and 20 min.
Collaboration

H-32, H-33, The purpose of this section is to help participants under-
H-34 stand the processes involved in reflectively modifying

their approaches so that they can more effectively work
with students who have learning differences, learning
difficulties, and learning disabilities. The section builds
upon three interrelated concepts: (1) the reflective prac-
titioner, (2) the teacher as researcher, and (3) collabora-
tive research. These concepts are briefly described at
the top of H-32, H-33, and H-34, and are discussed
more extensively in the trainer supplement on page 71.

A. The Reflective Practitioner

H-32, Direct participants' attention to H-32, which pro-
Blank vides a short description of reflective practice. Ask
Transparency participants to take five minutes to read the descrip-

tion of reflective practice and to discuss with a
partner the question at the bottom of H-32. State
that you will be avai5lIte to answer questions.
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When the five minutes have elapsed, ask partici-
pants to suggest characteristics of reflective prac-
tice. Write their responses down on a blank trans-
parency. Synthesize their responses by suggesting
that reflective practitioners demonstrate the ability
to: evaluate, select, adapt, and monitor the use of
appropriate tools.

B. The Teacher as Researcher

H-33 Direct participants' attention to H-33, which pro-
vides a short description of action research. Ask
participants to read the description of the terms and
to discuss the question at the bottom of the page.
When the five minutes have elapsed, ask partici-
pants for examples of how they acted Ls researchers
when as teachers and tutors, they collected,
assessed, and acted on data about the outcomes of
their teaching.

C. Collaborative Research

H-34 Direct participants' attention to H-34, which pro-
vides a short description of collaborative research.
Ask participants to read the description and to dis-
cuss with their partner the question at the bottom of
the page. When the five minutes have elapsed, ask
participants to meet in their small groups for five
minutes to briefly explore ways that they can work
with students to evaluate, select, adapt, and monitor
their teaching.

NOTE: Indicate to participants that the remainder of
Session Three models these three components of
retiecttie practice in three ways: (I) They will be
working in teams (one person takes on thelearner role
and the other acts as the teacher); (2) They will be
working with people with similar ideas; and (3) They

1

will continue to explore how to keep trying out,
adapting, and monitoring strategies for learners with
learning difficulties.

5 5
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H-23a-d.
T-Ma-d

H-26a-b

ACTIVITIES TIMES

NOTE: At various points during the discussion in
Session Three, the trainer may find it necessary to
refer back to the flow charts (II-23a-d) introduced in
Session Two. Have transparencies (T-Ma-d) on hand
to reorient participants to the concepts. Another
option would be to draw the diagrams on the flip chart
and tape the pages to the wall.

HI. Review of Session Two and Interim Task Assignment 35 min.

Direct Participants' attention to H-26a-b, their interim
task assignment packets from Session Two. Participants
should have completed this packet and brought it with
them to Session Three. Have additional packets on
hand for participants who have forgotten their packets.

Explain that the purpose of Interim Task Assignment 2
was to get participants started in developing strategies
for working with studpnts who have learning
difficulties. Session Three builds on that work by tar-
geting student needs, adapting teaching, and developing
strategies for monitoring the outcomes of their adapted
teaching.

Reiterate that one month does not provide sufficient time
for them to achieve their goals. Participants and their
students will need to monitor their efforts on an ongoing
basis beyond the life of this workshop series.

H-26-b, H-35, Participants will now work in their small groups (ESL
T-P, or ABE teachers and volunteer instructors) to share and
Transparency discuss the results of their interim task assignments.
Pens Direct participants' attention to H-35. Explain each step

of the small group task and answer any questions.
Distribute one copy of the Interim Task Assignment
Planning Guide (H-26-b in Session Two handouts) and
transparency pens to each group. Clearly state that
participants should share information they recorded on
their planning guide and choose one case to present
before the large group. Indicate to participants that this
exercise contains elements of collaborative inquiry.

5 G
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Inform the groups that you will be available to provide
assistance while they are working. Circulate among the
groups, listening to the participants' sharing; offer
assistance as necessary. Monitor the progress of the
groups, moving them along and encouraging them to fill
out their transparencies for the presentation to the large
group.

NOTE: Allow 25 minutes for this activity. When 10
minutes remain in the time allotted, make an

announcement to the groups to keep the participants
on task. Each group representative will have
approximately two minutes to present findings from

the group, depending on the total number of small
groups.

BREAK
15 min.

IV. Planning for Learning 40 min.

A. Targeting Areas of Need 5 min.

The interim task involved a preliminary effort at
adapting instruction. We will now build on work
you have done to simulate and model some of the
steps necessary to adapt teaching in a reflective,
collaborative, and systematic manner. The model
involves: (1) establishing a working relationship
with the learner as a whole person (as exemplified
in Interim Task 1); (2) conducting a learner-
centered needs assessment (explored in Session
Two); (3) targeting needs and strengths (to be done
below); (4) planning (to be done below); (5)
implementing the plan (initiated during the second
interim task); (6) monitoring and evaluating efforts;
and (7) refining approaches if necessary.
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NOTE FOR ESL INSTRUCTORS: Difficulties that
are connected with mastering a new language as an
adult can be confused with learning difficulties.
Conversely, learning difficulties may be masked by
what seems to be the simple problem of learning a new
language. Two steps can be taken to avoid
confounding a learning problem and an ESL-related
problem: (I) evaluate needs in the learner's native
language; and (2) ask the learner questions to find out
whether or not he or she experiences the same problem
in settings where the individual uses his or her native
language.

Once teachers and tutors have done a needs
assessment, they may find it useful to work with
students to target areas of strength and needs.
Suggest to participants the sources of information
they can use for targeting:

Student self-reporting
Teacher observations
Developing an observational tool
Adapting a screening tool (e.g., Smith,
Bingman)
Employing a screening tool (but only after one
has been trained on using that tool)
An evaluation by a learning disabilities
specialist

H-36a-b, T-Q, Targeting can be broad or specific. Examples of
T-R broad-based targeting may be to look at learning

styles in the most general areas of strength and
difficulty (e.g., visual, auditory, tactile/kinesthetic,
organizational, social, and emotional). More
specific targeting may break down these broad
areas into narrower ones. Draw participants'
attention to H-36a-b (T-Q, T-R), which help do this
by looking at both: (1) the area of difficulty
(H-36-a), and (2) the relationship of the area of
difficulty to the input, integration, and output of
information (H-36-b). For example, in locating
difficulties it may be useful to distinguish between
a problem in perceiving visual information (input),

LEARNING DISABILITIES: LEARNER-CENTERED APPROACHES 47



Trainer Notes - Session Three

MATERIAL5

H-37, T-S

H-38, T-T
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retrieving and processing visual information
(integration or proCessing), and communicating
visual information (output).

B. Developing a Learning Plan 35 min.

Once teachers and tutors (ideally with students)
have targeted needs and strengths, they can develop
learning objectives which they can implement in
their teaching.

Explain that participants will work in pairs to
develop a lesson plan based on the information they
collected on their students for the Interim Task
Assignments. Direct participants' attention to H-37,
Planning for Learning Tool; display T-S. Explain
each of the categories and go over the example
provided in the first row. Provide additional
examples as needed.

Begin by clarifying the distinction between goals
and objectives. An objective is a subgoal, a step
towards a goal; the goal is broader, it is the "prize"
that the teacher and learner should always keep one
eye on. To illustrate this distinction between goals
and objectives, display T-T (H-38), which provides
a simple graphic to show the process of working
toward a goal.

Ask participants to take 10 minutes to begin to fill
in the chart individually for the student they chose
for the interim task. Have them get into their pairs
to discuss one student and work on their lesson
plan, filling in the chart more completely. They
can flip a coin (or choose some other method) to
decide whose student they will work on in refining
their learning plan. Explain the importance of
collaboration and the blending of perspectives in
completing this activity.

59
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Direct participants to play out teacher-student roles as
they develop the learning plan. In this student-teacher
collaborative activity, what input can/should the student
provide to make this a workable plan? One person in the
pair should keep the student's perspective in mind. How
can the teacher incorporate learner needs and strengths in
developing this plan? The person playing the teacher
should adopt the teacher's perspective.

Participants will have 15 minutes to develop and
discuss their learning plan. Explain that they will
further discuss and report their findings in small
groups during the next activity on monitoring
instruction.

IYou should now be approximatey two hours into the
workshop.

V. Developing a Monitoring Plan and Strategy 25 min.

Monitoring is critical to making sure that: (a) plans are
being implemented appropriately and (b) that
implementation is achieving the intended objectives.
Monitoring is a form of collaborative research that should
be designed during the planning phase. This section of
the workshop will provide participants with an
opportunity to briefly design, examine, and reflect on
monitoring strategies.

Participants should work in the same pairs to explore
monitoring strategies that can be used to assess the plan
they just developed. Direct their attention to H-39,
"From Needs Assessment to Monitoring to Goals"
which locates the development of a monitoring plan and
monitoring within the overall context of moving from
needs assessments to goals (refer to H-38). Display
T-U and briefly explain each box in the illustration.
The trainer should explain that this exercise reflects that
part of the planning process (box) that involves this
development of a monitoring strategy. (This part is
highlighted in the box.) They should take 10 minutes

6
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IYou may opt to take an optional short break at this point. I

Trainer Notes - Session Three

MATFRIALS ACTIVITIES , TIMES

for this part and explore monitoring strategies from both
the perspective of the teacher and the perspective of the
learner.

After the 10 minutes have elapsed, ask the participants
to move into their groups, where each pair should report
on the plan and monitoring strategy that they developed.
After group members make suggestions for improve-
ment, the group should select a plan and monitoring
strategy to report back to the entire group.

One representative from each small group reports out to
the large group. After each presentation, ask for
comments and questions from the large group. The
amount of time allotted to each group's presentation
will depend upon the total number of small groups.

VI. Accessing and Using Resources 15 min.

A. Potential Resources

Flip Chart, Ask participants to take a couple of minutes to read
Blank H-40 and to think about resources that are available
Transparency in their community for adults with learning disabili-

ties. Have participants meet in their groups to
brainstorm for 10 minutes regarding what resources
are available in their community and how they and
their students can access them.

NOTE: The purpose of this group work is twofold:
(I) to enable partidpants to examine 11-40, and (2) to
enable partidpants to explore ways of &teeming
resources. The trainer should make her/himself
available to assist parlidpants in this exerdse.
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Trainer Notes - Session Three

MATERIALS ACTIVITIES TIMES

VH. How Do You Make it Happen? 10 min.

NOTE: This section is aimed at synthesizing the three
sessions in a manner that enables participants to reflect
on how to apply key concepts in the day-to-day
realities of their work. Doing this requires:

Having participants reflect upon and identify the
key lessons from the three sessions;

Enabling parlicipants to reflect on how they can
apply these lessons in their own work; and

Summarizing salient themes that will be of use to
all participants.

Synthesis also requires acknowledging the different
situations in which participants work. Adult educators
work in a variety of settings and situations. Some
work in states and organizations that have started to
address the needs of students with moderate and
serious learning difficulties. Others work in states and
organizations that are still in the process of developing
an awareness of the issues surrounding adults with
moderate and serious learning difficulties. Some work
in organizations that make it easy to meet with
students or to plan or customize curriculum or bring
in an outside expert. Others are less fortunately
situated.

Begin this section by acknowledging the different reali-
ties that participants face. After briefly responding to
these realities, ask each group to take five to 10 minutes
to discuss the most important lessons of the three
sessions and how they can be adapted to their own
teaching environments. Circulate among the groups and
listen to their comments. When the 10 minutes are up,
convene the entire group and tell them that you want to
note some areas that they may or may not have dis-
cussed in their group.

6 2
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)%lATER I ALS

T-V

Trainer Notes 1es$1ell Art f

ACTIVITIES TIMES

Remind participants of the following four principles:

(1) Learner-centered approaches build upon the
learner's knowledge and goals: the larger the
group, the more important it is to involve the
learner in validating plans and monitoring results.
While this is best done interactively, it can also be
done in writing, by tape, or in some other format.

(2) The student brings resources to the classroom
hence the importance of a strengths model.
Working from this model makes it easier in large
groups to develop accommodations that will
facilitate learning.

(3) Students can provide support for one another that:
facilitates learning
sustains motivation
sustains self-advocacy
provides a base for continuing support
networks. Building teaching around collabora-
tive learning creates time to meet with indi-
viduals or groups of students.

(4) You are not alone. As reflective practitioners, you
can work with students and colleagues to develop,
adapt, and evaluate approaches to teaching.

VM. Reflection on Workshop Processes 10 min.

Using transparency T-V, ask participants to recall the
workshop activities of all three sessions and identify
either

Ways the activities correspond to any of the
principles asserted about working with adults with
learning difficulties.

Ways the activities could have been changed or
improved.

Explain to participants that this workshop has attempted
to model the processes it teaches, in particular a learner-
centered approach to working with adults with learning
difficulties and learning disabilities.

6:3
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Trainer Notes - Session Three

MATERIALS

H-41a-d

ACTIVITIES TIMES

NOTE: The purpose of the "reflection" is not for
evaluation of the workshop but rather to bring to a
conscious level the processes that are modeled in this
workshop series. If time is very short, the trainer may
elect to present this information, but it is more
effective if participants recall the processes.

IX. Evaluation and Wrap-Up 5 min.

Thank participants for their time and effort. Distribute
Evaluation Form for Session Three (H-41a-d) and ask
them to complete the form. If time permits, recall
workshop objectives and determine how workshop
activities have met those objectives.

6 4
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TRAINER SUPPLEMENTS
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TRAINER SUPPLEMENTS

SESSION ONE
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Who or what motivates adults to seek further education?

self (self-esteem) money
self-empowerment life events
social networks children
personal goals teachedmentor

(Implications for instruction: acknowledge the learner's social context and maximizeadult learner
involvement in all dimensions of the adult leaning process)

What are some educational goals adults have?
get job or better job career change
help children learn UM Me money
get GED or other certificates independence
help others feel good about self

(Implications for instruction: adults know why they are in school and tend to seek immediate application of
things they learn)

What Intl:sides do adults bring toward learning?

fear of failure fiustration
lack of confidence depends upon past experience

(Implications for instruction: adults need to be shown that they are progressing and that tbey can learn despite
fear of failure or previous negative experiences)

What strengths do adults bring to learning?
self-discipline life experience to draw upon
depends upon attitude and motivation MOM MAI=
better than child's ability because anxious to learn
of experiences

(Implications for instruction: adults have an extensive reservoir ofexperiences and skills that they can draw
upon)

What social and cultural factors strongly affect learning?

time consideration culture
feel education must conic quickly, roles

,no time to waste very busy lives
expect to be treated like adults social status

(Implications for instruction: education must embrace and connect with the learner's life outside the
classroom)

What types of teaching approaches work best with adults?

collaborative learning self-directed learning
peer support need feedback
teacher as facilitator expect to be treated like adults

(Implications for instniction: education must providea variety of approaches and settings for adults to choosefrom to meet their needs)

C. 7
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Ediuks Comenteae

Ore of tke elan important issues in the field today relates to the definition of loam-
Ms di:shillings Professions!, and parents hsve discussed end debated this subject
sine. 19112. hi me fullowing snide. Dr. Donald Hammill observes that much pm*
rm has been natie own the years in *lining Inman disabilities. lie comistdas
thet of the arrow& ovollebit tieffnithww, the one developed by the Notiond *gat
Cammums on Learning Disobthie I s the most pew* and occostabie. Iteasitess
comnwnts on ther csitkot him es °Laws to the Editor' or 'Forum" snicks, are
encouraged and will be printed as space permits. .11,W

On Defining Learning Disabilities:
An Emerging Consensus

Donald D. Hamill!

This artkk reviews the efforts made since 1962 to define ktvnbtg disabilities, pro-
vider raiders with a cisar piastre of the awaitstens of such definitions, and mom-
mends that a consensus form around the definition proposed by the 141.1CID.

ew topics in the field of learning
disabilities have evoked as much

interest or cootrtnersy as have those re-
lating to the definition of the coodition.
Beginnins in 19Q. with Samuel Kirk's
fun effort to define the term, and con-
tinuing to the present, professionals,
parents, and governmental asents have
tried to develop a valid and widely ac-
ceptable defmition. This article reviews
these efforts, provides readers with a
char picture of the auras num of kern-
ing disabilities defuthions, and recom-
mends that a consensus form arotmd the
definition proposed by the Netionel .1tint
Committee on Learning Disabilities
(NJCLD).

First, the distinction must be made be-
tween conceptual end operational demi-
dons of learning disabilities. A oneeptuel
definition is a statement that describes
learning disabilities theoretiesily. As
such, it is a fuzz step toward the develop-
ment of an operational definition that
can be used in everyday situations to
identify people who have kerning

Cenceptual definition are im-
pottant became one must have a den
idea of what learning &Aline are
before on can identify them la individ-

uals. This paper focuses enhisively an
conceptual definitions of kerning dis-

The article has six parts. The first part
explains why definitions are important.
The second part des:gibes the procedtwes
used to identify the various definitions
that are or have bees influential in the
learning disabilities field. A set of defini-
tional elements (t.e., enacted:dm cc
which definitions might differ) is pre-
sented in the fourth section. In the fifth
pan, the definitions sae compered accord-
ing to these definitiooal elements. The
final section is devoted to conclusions.

THE IMPORTANCE OF
DEFINITIONS IN LEARNING
DISABILITIES

According to the Random HOWE Die-
notary of the English Longuese (Stern,
1967), the word dejfat mons to state the
meaning of, to explain the nature or
essential qualities of, to determine the
boundaries of, or to men cher the form
of something. From that perspective,
proper dedcms become model if ow
is ever to know anything fully and cow

pietely. Socrates taught that real knowl
edge con be obtained only through at
solute definition; if one cannot della
salluddail absolutely, then one doss tu
redly know whet that something
(Stons, INS). Dia Socrates also bebeen
that people are Inherently incapable o
formulatipg ultimate definitions am
therefore can never attain uve and com
pine inowiedge of anything. Yet, ZI101

of the Socratic dialogues recorded b
Plato and Xenophon desk with his e.
forts to defme diverse terms. Obviously
even though they may be out of out
reach, ultimate definitions are vital tc
pumue because they lead to better, if no
total, knowledge of a particular subject

Precise definitions of handicappitra
condition, for example, provide solid m
tamales for generating theories, formu
hung hypothens, classifying disorders
selecting subjects, and communicatim
with others. Accordingly, indy of a tick
cannot begin in =nest until interestec
individuals have agreed on the definition
of the etsential concepts that relate tc
that field. For ample, everyone wouk
instediately avec with the amnion in
Socrates that a person could not possibt
make a pin of shoes mins he or she firs
had a definite idea about the nature o
shoes. By the same token, it is hard u
understand how a profasioual could sue
centrally identify, diagnose, prescrilx
wenn= for, teach or remediate, moti
vale, or generally improve the life of r
person who hes s inning &ability with
out fint having a dear and accurate ider
of the nature of a kerning disability. A
the very kat, knowledge aboutthe nstun
and characteristics of learning di:pinkie
is certainly no liability for a profession&
working in this field.

A widely accepted definition ofiearn
ins disabilities is essential to the futuri
well-being of our field. Currently, with
out such a definition, professionals, par
ems, and legitiatosi ate confuted, fas
about who does and does not hive a kens
ins disability, and then 'about whethe
mach a thing as a laming disability ever
mins. Becanse of this confusion, mem
peofenionals working in the learnini
disabilities field recognize the need fo:
ruching a consensus on a definition. lr
fact, as noted previonly, the field hit
been wrestling with definitional issue
since 1962, when Kirk first defined ON
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tem. Starr thrn, we have made steady
and VI tilttar $ t,.e progress toward agree-
merit on a tic . innuin; evidence of this
progrem is prvcnted in this articie.

IDENTIFYING PROMINENT
DEFINITIONS

To establish which defmitions have
had the greatest influence on our field,
28 recent editions of textbooks that deal
with learning diubilities were comae&
These books weft generally representa-
tive of introductory, or methods texts
used in teacher training programs. All of
the books were published between 1952
and 1989. Nineteen discussed how lam-
ing dinbilities are or should be defmed.
The authors whose work ilbeilitin discus-
sions of definitions and definitional
issues are Adelman and Taylor (1963.
1%6); Bryan and Bryan (1936); Deltuiter
and Woman (1982); Gen:taut and Gear-
heart (1989); Hallahan, Kauffman, and
Lloyd (1955); C. Johnson (1981); D.
Johnson and Blalock (1917); S. Johns=
and Moruky (1980); Kavale, Forum
and Bender (1987); Kirk and Chalfant
(1984); Lerner (1959); Lewis (1986);
Lovitt (1989); Mercer (1987); Myers and
Hammill (1982); Roswell and Natchez
(1989); Siegel and Gold (1982); Sutaria
(1985); and Wallace and McLoughlin
(1988). These sources refer to a total of
11 different definitions that are promi-
nent today or that experienced some
degree of popularity at one time.

THE DEFINITIONS

The 11 definitions are discussed briefly
in this section. Each discussion includes
a short history of how arid why the defi-
nition was proposed, the basic ideas in-
colporated within it, and the dean* of
influence the definition had on the field.

Kirk's Definition

A karnins disability refers to a retardation,
disorder, or delayed development in one or
more of the processes of apeont, language,
reading, writing, arithmetic, or other school
subjecu resulting from a mythological handi-
cap caused by a possible cerebral dysfunction
and/or emotional or behavioral &nehmen.
It is not the result of mental ruardstion, am-

sory dirprwarson. or subunit! End bubsuctional
tartan. (Xia. 1961. P. 263)

Kirk (1962) offered this definition in
the first edition of his popular textbook,
Educating Exceptional Children. The
definition was further sanctioned after
the publication of a widely read article
by lark and Bateman in a 1962 issue of
Exceptional Children.

According to Kirk's definition, learn-
ing disabilities are process problems that
affect the Imp:age and academic pafor-
mance of people of all ages. The cause
of the problems is centered in either
cerebral dysfunction or emotional/be-
havioral disturbance.

Siegel and Gold (1982) reported that
this definition was used et the 1963 meet-
ing wherein the Association for Children
with Learning Disabilities (now celled the
Leaning Disabritin Amodation of Amer-
ica) was fit* organized. According to
Sutaiia (1985), Kirk no longer considers
this definition to be valid. Kirk's antan
ideas are probably better reflected in the
definitions written by the National Ad-
visory Committee on Handicapped Chil-
dren (NACHC) (1968) and the United
States Office of Education (WOE) (1977).
Bateman, also dissatisfied with this
definition, advocated a very differan
version in 1955.

Bateman's Definition

Children who have learning disorders are
those wbo manifest an educationally signifi-
cant diecrepancY between their estimated
intelkctual potentisl and acuud level of pox-
formance related to Mk disorders in the
lemming prom', which may Or may sot be
=anpanied tri dememtrabie meal senves
dysfunction, and which are not setmodny so
gentralimd mental rorardnion, educational or
cultural deprivation, severe emotional distur-
bona, ca sensory loss. (Batman, 1965,
p. 220)

Baternm's definition differed markedly
from the one she coauthored with Kirk
in 1962: The idea of apthude-achieve-
tnent discrepancy was introduced, no
statement pertaining to cause was in-
cluded, the emphasis was on childr4n,
and no examples of specific learning
disabilities were provided.

According to this definition, learning
disabilities are emaciated with process
problems that lead to unspecified diffi-
culties for underachieving children. This

definition was worded vaguely and thd
not gain tbe level of acceptance obtained
bY the Kira definition. Bateman (pa-
wned coMMUOiCatiCel, June 20. 1989)
soon cameo to advocate this definition
and today disagrees with many of its
dements.

The National Advisory Committee
on Handicapped Children
Definition

Children with special (specific) learning dis-
*brides exhibit a disorder in one ormore of
the basic psycholosieal processes involved in
understand* or in Ms spoken and wham

Thme may be manifested in dis-
orders airs:ening, thinking, alto& reading,
writing. spelling or arithmetic. They include
=did= which have been referred to as
perceptual handicaps, brain injury.
keen dysfunedon, dyslexia, deveioPeiental
anhasia, etc. They do not include learning
problems that are due primmly to visual,
hearing. or motor limidimps, to mead mar-
dation, motional disorbance, or to environ-
mental deadvantase. (NACHC. 1961, p. 34)

The NACHC, a nation of the ameau
of Education for the Handicapped within
the US. Office of Education (USOE),
was initially headed by Smiled Kirk. its
first annual report on January 31, 1968,
included a dermition of learning disabil-
ities (NACHC, 1968). Not surprisingly:"
this definition was similar ansceptually
to Kirk's (1962). with three imponant ex-
ceptions: (a) Emotional disturbance was
dropped as a stated cause for kerning
disabilities, (b) the learning disability
condition was restricted to children, and
(c) thinking dirorders were added to
language and academic problems as fur-
ther mamples of specific learning dis-
ability. Without a doubt, this was the
seminal definition of learning
for it was the basis for the 1977 USOE
definition that was incorporated into
Public law 94-142.

The Northwestern University
Definition

Laming disability refers to me or more
signifies= deficits in emerisi kninieg pro-
m= requiting specie oducatioe tab-
niques for remediatioa.
Children with karma disability senerally
*meows= a dierzerissci between mimed
sad actual achievement in me or more
arm such as voices, rad, or written M-
ime, mathanaties. motel crimation.
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prtnutri4 e mull of sensory. Mol0e, in-
to r = donnal hernivon. lit 1014
C. opport atm/ 10 km.
sqnf t..iir.. aefunts are defined In terms of
a-itai nu:mute procedures in education
and psveholov.
Lsecusi learning proses Ste tbose cur-
tenth), reft-mi to in behavioral seism as
invoivins perception. atina, 4 ix
preszion. amer verbal or aonverbel.
Specs) seiumion technimus for nenadie
uon refers to educatimal piamias bead
on me diasnostic pnicadures sad midis.
(Kest & hiyalebust. 1969, 379-379)

in an attempt to resolve the problems
arising from too many divine deft&
tions, the USOE funded an institute for
Advanced Study at Northwenem Uni-
versity and charged ks 15 participants
with PreParing a definition of learning
disabilities that would be most advert-
taseous for special education. The per-
ticipanis were H.R. Myklebust (Chair).
S. Ashrsoft, F.X. Blair, J.C. Chalfant,

Deno, L. Fliegler, P. Haden, H.
Adler, F. Hewett, C. Kam S. Kirk, R.
Ridseway, H. Set:nick, J. Taylor, and
W. Wolfe. The procaldinp of the lami-
nae were reported by Kass and Mykle-

. bust (1969) in an article in the Awns/
of Laming Disabilities.

The definition that emerged differed
from that of tbe NACHC io several im-
ponant ways. Fast, the idea of aptitude-
achievement discrepancy, articulated
earlier by Bateman, was inserted into the
definition. Second, no cause for learn-
ing disabilities was hypothesized. Third,
thinking disorders were not listed among
the examples of learning disabilities.
Fourth, "disorders of spatial orientation*
were mentioned for the first and only
time in any definition as examples of
spedfic learning

This definitics may have served as the
basis for the development of the W16
USOE definition. With the exception of
the curious indusion of °spatial orienta-
tion* probiems, the ideas maimed in the
two definitions are identical. The apti-
tude-achievement discrepancy coocept in
the institute's definition could have legit-
imized the inclusion of the IQ-achieve-
ment discrepancy formula in tbe 1976
USOE definition. Also, the conference
that developed this del-midst was called
for and funded by the USOE for the st-
oles: purpose of resolving the defini-
tional issue. At the time, many profs-

official definition was sought %vas to hsip
impose a oap on the Mai SWUM Of
student% nein* classified as learnine
disabled. No similar effort was made by
the government to define any other con-
disions specified in P.L. 94-142. k is safe
to assume that, when called upon to
recommend an official defmition years
later, someone in the USOE would re-
member the Northwestern definition.

The CEC/DCLD Definition

A child weh Weft dimbilitis is one with
adequate mental aby. Nona pageisei,
and emotireal stability who hos specific defi-
cits in perspired. isegrative, or apresive
process which impair Ism* efficiasey.
This iodides children who have eenali nts-
tees system dyskoction Mich is =wooed
posearBy fa impend efficiency. (Siegel &
Goid, 1962. p. 14)

In the bite 1960s, a committee of the
Division for Children with Learning Dis-
abilities (DCLD). which was a twit withie
the Council for Ent:pupal Children
(CEC), tried its hand at defining beam-
ina disabflhi. The moult of this effort
was unique in one important way: The
definition did not allow children with
learning disabilities to be muitthendi-
capped. That is, regardless of their edu-
cational problems, mentally retarded,
blind, deaf, and emotioaally disturbed
children by definition could not have
learning disabilities. Of the 11 definitions
reviewed, only this one specifically re-
jected the idea that learning disabilities
could coexist with other handicapping
conditions.

information on this defmition proved
to be elusive. It was referred to briefly
by Siegel and Gold (1962) and Solaria
(1963), but no details were provided
about the authors of the defmition or
about whether the definition wasever ac-
cepted officially by either of the two tie-
ganimtions with which it was associated.
Two different dates are used in citations
for this definition: Council for Excep-
tional Children, 1967 and 1971. Tbe 1967
citation refers to an unpublished work-
ing definition used by DCLD. The 1971
citstion refers to CEC's annual conven-
tion papers of that year. A search of the
DCLD archives did not locateany infor-
matioo on tbe definition. Neither could
CEC staff fmd any record of the 1971

information about ih4 t%n1,i sui
viva is an indication that it was neva
widely accepted.

Wean= et al.% Definition

Specific ?main diutheiry. as defined here,
tilers to those children of any age who *m-
auves a essmid delkiency la a particular
amen of andeele saleroom because of
perceptual or perceptualsotor handicaps.
regardlus of etiology or other coanibuting
floors. The arm perceptual its used here
Man to those mood gisswellogical) m-
emos through which the child expires . . .
bade alphabets of sounds and forms. (Wep-
mac Cruiailseak, Deutsch, Morency, &
Soother, 1973, p. 306)

The concern that too many diverse
types of learning problems were being
subsumed under a single label led to the
development of at least one highly re-
strictive definition.ln one of the position
papers prepared by the National Freida
on the Ossification of Exoptional Chil-
dren, Wcpman et al. (1975) prot;mted a
new definition that limited isatnimidis-
abilities to perceptual process-based
academic problems.

Adelman and Taylor (1993) pointed
out that the Nikoination of achnionary
dams and etiological comideradonsand
restriction to perceptual functioning
would undoubtedly reduce tbe types of
persons likely to be labeled Morning dis-
obice (p. 3). They concluded that to
focus atclusively ofipateptual correiates
might be too limiting. Doubtless they
were correct, for this definition also
received limited acceptance.

The 1916 US. Office of
Education Definition

A specific bomb* disability may be found
if a child has a severe discrepancy bemoan

and intellectual ability is one or
mos of several stew mat apeman, mitten
expeessios, listening oomptassoionor read-
ies oonsprehenion, bele mks Mk, meths.-
maim alculoion, imathemetice reasosiog, or
spelling. A "severe Awesome is &Coed to
aist when achiswoom in oteor more of the
arms falls at or Wow 3016 of the child's =-
permed achievemeat inal, Men age and pre-
vious educational mierimes ate taken into

(USOL 1976, p. 32405)

hi the 1976 Fats/ Region; the Bureau
of Education for the Handicapped with-
in the USOE attempted to improve the
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NACHC dniuon hy eluding opera.
twnat dtagnc cue cited*. The ealtelficallt
ccmponea in inn definition is the sen-
tence emu:nuns the definition of "mem
rissacaancy" because it kid to the deni-
m:rim of a formula for calculating a
severe discrepancy between intellect and
whim:mem.

. Opposition to the formula formed
quickly and was heated in tone. Norman
and Ziansond (1900) noted that aides at-
tacked the formula for being mathemat-
ically unsound, claimed that its me se-
lased students who were different from
those being served, and asserted that its
antenee initialled upon suns' rights.
Mercer (1987) reported that when the
USOE requenal feedback. k received 982
mostly =wive maims to the proposed
faun& Because of the large amberof
negative responses, tbe formula was
dropped from later regulations. While
some people were opposed to the partic-
ular formula proposed, others were op-
posed in principle to any use of so-called
1Q-achievanem discrepancy formulas to
qualify students as having learning dis-
abilities.

The arguments against the me of dis-
crepency formulas for identification pur-
poses were probably best made in a pod-
ciao paper wiitten by tbe Board of
Trustees of the Council for Learning
Disabilities (1986). The board listed eight
substantial reasons for its objections and
concluded that discrepancy formulas

..)uld not be used. Thome NUM in-
cluded questions about the psychometric
adequacy of the tat scans that wae used
in the fonnulas, and concerns thin the
formulas actually identified many non-
leaming-disabled persons while disquali-
fying many individuals who obviously
had kerning disabWties.

Though the USOE deleted this formula
from its subsequent (1977) definition,
many states seized on the idea of apti-
tude-achievement discrepency and mbse-
quently designed and implemented their
own formulas. Today, the value of these
discrepancy formulas is one of the most
hody disputed issues in the field of learn-
ing disabilities.

The 1977 U.S. Office of
Education Definition
The tam "specific learning &ability" menua disorder in one or more of the basic psycho-

looked provision twoieed in usdenanding exin mats hams*. "lam Oft wham, which
may manifest Ludt in ne immdect ability um
hues, mask, mad, sue. sod. el est de
mathematical calculations. Theme' includes
such ainditioas as mamma landimm
beak WM'. Waked twain *Amnion,
*dais, and derelopsional apirmis. The
term does not include &Odra who heve
Menden &abilities which we primly time
mak of visual, hswine, or motor bmertaps,
at mud retardation, or inotional dinar-
bum or of envirometemal, Wand, or eco.
nook &advantage. (USOE, 1977, p. GM)

Gorham and Conduart 0989) pointed
out that during a House subcommittee
hearing on P.I.. 94-142, concern IOU et-
pressed regarding the yeomen of the
raommended definition of learning dis-
abilities. Tbe Bureau of Education for
the Handicapped was iwatructed to fmd
a better definition and to spell out pre-
cisely bow children mighs be identified.
Even though an extensive effort was
made to build a more specific definition,
no =emus was achieved. Adelman
and Taylor (1986) reported that, in the
end, a conmromise was worked out *
the NACHC. Tbe 1968 NACHC defini-
tion (with a few modifications) was
adopted and incorporated into fedaal
legislation in 1969; into P.L. 94-142, the
Education for All Hawicapped °tads=
Act of 1975; and into the Reauthorize-
lion of the Educati:un of tbe Handi-
capped Act of 1916. Tbe 1977 date that
is so often associated with this particular
defmition is the year it was publiAed in
the Federal Register.

In addition to the defmition, a set of
operational criteria was included in the
Federal Register (1977) to guide efforts
to identify students with learning dis-
abties. These criteria an curious in that
they depart from the definition in several
imponant and surprising ways. Fisst, two
prominent components in the federal
definition weft completely&regarded in
the operational criteria. No criteria are
provided for operationalizing either die
process clause or the central nervous
system (CNS) dysfunction component.
These omissions probably indicate dis-
&memos among those responsible about
bow to handle these two controversial
elements. Second, the definition includes
spelling among the specific learning dis-
abilities, but it is misting in the criteria.
Third, the definition implies dist leam-
ins disabilhies can Wet at all ages, while
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the use of the word *children' in tht
oPeratioaal criteria mans w restrict tin
condition to young nudists. The fac
that the identificatioli aiteria differ ec
theenatiodly from the definition cachou
the issue of the name of learnina dis-
abilities and lessens the likelihood that
the 1977 USOE definition can serve as
the definitioa of learnina

Hallahan et al. (1915) =nested that
this official definition is themost widely
accepted today became k is the one under
which federal programs are administaed
and because it has been adopted by most
state education epodes. Mercer (1987)
and Co:adman and Ciearhean (1989) pro-
vide particularly comprehensive discus-
sions of the 1977 federal definition and
the criteria that accompany it.

Readers should keep in mind that the
1977 USOE definition and its operational
critaia were developed for die somewhat
baited purpose of guiding funding prac-
tices associated with federal school

Consequently, the emphasis is
on school-aged children and academic
subjeas. It is likely that no one ever in-
tended for this deftion to save as a
mnqwebanive disoretiod manna about
the nature of learningdisabilities, to ac-
coma for all learning disabilities, or to
indicate all times during life when theY
might be present.

The National Joint Committee
on Lem* DinabiNties Definition

Lean*, t is a sound tam that
refers m a hesertmeasous pomp of &orders
manifmani by sipincoot dillakies io the ea
quiiim and nee of Iseming. speaking, read-
*. writ*, reasoniste, or mathematical abil-
hiss. Thaw disorders me Wink to the

ptemammed to be due m central an.
van mum dysfinetioa, ned nay emir ems
the life span Prelims in esikepiesory
Winkles, sodel lea d mil inter-
action any mkt wkh tieg dimbilides but
do not by themselves filmdom a Writing

Akhough lank* dhabilities may
wan annonskaady wish other hendicappag
auditions (for atemple, sensory impairmau,
wool reurdatien, animamotional diturb-
ince) or with eosin& lamas (such as
Wand diffarencee, insufficient or Meow°.
paste instruction), tlwy are Not the result of
those conons or influences. (NICLD, 1968,
P. I)

The Natioual Joint Committee on
Learning Disabilities (NJCLD) is com-
posed of representatives of eight national
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o ..2.nizations 1:114 neve a nia)or Inter*
h. =arming d.suAroca. Mem'ber orgatiza-
wom.- =murk :ne American Speech-Len-
jr..;ar. Helaine ALI0d111100 (ARUM the
Gauen: ix Latium Disabilities (CID),
the rniaca for cud= with COMMUlli
=ton Disorders (DCCD), the Divition
for Learning Disabilkies (DID), the In-
terns:mat Reeding Modulo" MAL
the Learning DuaMdu Associadon of
America (LDA), the Notional Amociedon
of School Psychologias (NASP), sod the
Orton Dysietia Sociar(0126). Append-
merely 225,000 inclividials comenute the
combined membership of these agonize-
time. Raiders intaated in Imnsiog more
about the history smd mission of the
NICLD are referred to Abrams' (1M)
overview.

Basically, the NJ= representatives
approved of the 1977 USOE defhition
but fat that it could be improved. lo pee-
ticuhr, some mnbiguitiis resulting ft=
the discrepsocke between the GAM=
and its operational amnia melded to be
reconciled. It was aho thought dm the
langosse of the 1977 definition could be

dieg
and more specific.

/Thers names for these changes wae
space out in a position pupa (Natiooal
Joint Cormnitta on Leaning
1981) mod surammind by Hann& Leigh,
McNutt, and Larsen (1981). Briefly, the
NJCLD thought an improved definitioo
should (a) reinforce the idea that learn-
ing disabilities could exist at ar ars, (b)
delete the controversial phrase bask
psychological processa, (c) draw a dis-
tinction between learning &shales and
learning problems, and (d) make clear
that the "aciusion clause did not rule
out the eminence of learnina &Wades
and other handicapping coodidoos.

After several yeas of uudy and de-
bate, the representatives of the NJCID
unanimously apptoved the definition and
in 1981 sem it to their tweedy* orpni-
axiom for consideration. The definition
was Absequently accepted by aS the
orpnhations except LDA.

In 1988, the NJCLD modified its
earber defmition to reflect the current
state of knowledge missive to leaning
disability and to react to the definition
developed by the Interageocy Commit-
tee on Learning Dimbilities (11CLI)). The
ICLD definition is discumed later in this
paper. The revised NJCLD definition

.disinguished between seating dials&
ty and noeverbel disebilitsee such as
those relating to social perception Ind
edf-regulatory behavice, reinforced the
Wm that learning disabilities ocmned
acrou the life spen, and disused the
wording of several points to make them
more precise.

To date, AMA, CLD, DCCD, IRA,
NASP, and ODS have voted to adopt the
deltoid= LDA has voted no; DID has
vued so abstain from voting on the blue.
Under the rules of the NJCLD, the 1988
definition hes nand the eacessary
number of adoptioes and is now the of-
ficial definition of the NJCLD.

Tbe NJCLD definitios, because of its
broad *ippon by the peofestional orp-
simians, and the 1977 WOE definition,
became of its official legislative Lank
are the most widely accepted defloitioas
in me today. They awe may sismem
in bet, the NJ= deltoid= is in mew
ways an atensioo of the federal effort.

MIS Van* Disablitia
Asselidiss of Arida DIMS=

Specific Lorrain Matilda is a direele cm-
diem of pneemed asurolegicel *tight which
stiectivtiy Maims with the initialers, in-
etapation, and/er deesmaratioe of verbal
aad/or acovesital abilkies. Specific Leaning
Dimbilities exist as a Main beedeeppies
=diem and varies in as saaltanations and
in dowse of sera*. ibroupbout life, tbe
condition can affect self nano, eduattion,
vocation, socialization, and/or daily livina
activities. (ACLD, 1916, p. 13)

After rejecting tbe 1981 NICLD defi-
nition, the leaders of the IDA (former-
ty ACID) chose to write a defirttion of
their own. This &Mike and an mom-
ponying rationale appeared in a 1986
imue of ACLD Nawsbriti&

h is diffindt detamine from that or-
tide just what the framers of this defini-
tion bad ht mind. Their deltoid= is in
besic agreement * !tit the NJCID defini-
tion, but it differs in two important
aspects. Fast, the definition fails to give
any *pudic enemies of the kinds of
problems that am be classified as learn-
ing &abilities (e.g., problems involving
reeding, limning, whin& etc.). Instead,
the defion refers rather obscure* to
kerning disabilities as problems of Nes-
bet and/or nooverbel ab1 s0 These
terms are clarified in the rationale as
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follows: 'VERBAL OR NONVERBAL
AB1L1TIES: were chosen as inclusive
terms to emphasize not ooly receptiw
and earossive language problems, but
ale* the conceptuel aod thinking difficul-
ties, the imagining problans and motoric
problems* (ACLD, 1986, p. IS). The
=mud puoctuation. ambiguous vocebu-
lary, and awkward =tame structure
used in the rationale combine to make
interpretation vay difficult. ln addition,
readers are left completely in the dark
about the mousing of "moverbal abili-
ties.' Does nonvedxst man "social skile?
An problems in math included or ex-
cluded? What ate Iowa* problems'?
Did the authors intend to include "motoric
probieme anions the learning disabilities
(e.g., the penmans)iip problems of stu-
dents with cerebral palsy)?

The second difference between the
IDA definition and molt other defini-
tions h the omission in the former of an
exclusion clause.. Without some MI of
statamst dean with the Mations* of
teaming &abilities to other hancliiatp-
ping cooditions, one cannot tell whether
or mot the IDA defieition recognize' the
souldhemdkapping enure of learning
&abilides. Can learning disabilities
cootie with mental retardation, aiviron-
maul diem:Wawa" emotional data-
bance, and so forth; or does the presence
of these condition'. &ukase any possi-
bility that a person alto can be learning
disabled? Neither of these questions is
answered by the LDA definition as it is
presently worded.

The situation is bother complicated by
the fact that an ember, widely distributed
draft of the LDA definitioo was printed
in an article tided, 'Definition of the
Coodition of Specific Leaning Disabil-
ities." This draft included a sentence that
reed, "Specific Learning Disabilities m-
ists as a distinct handicapping condition
in the presence of average to superior in-
telligence, adequate mosory motor sys-
tems, and adman learning opponuni-'
dee (ACID, 1985, p. I). This statement
dearly indicates dm a person with a
learning disability cannot be muldhandi-
capped. However, the sentence was
deleted from the definition before fmal
approval W the UM Baird and Dele-
gate Amon* ie March 1246. Unix-
temealy, the draft %ash* containing the
SelgtalCC has been widely reprinted and
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oded in pootdar texthooks by Adelman
and 7 wile): 986), Bryan and Bryan
(1es6), Gearhdot and Gearhart 9e9),
Halishae an:4. Kauffman (1988), Lerner
0989/. 1-ovin (19119), Macer (1987), and
Roswell and Natchez (1989). Not a single
textbook that was reviewed for this study
included a discusiion of the correct LDA
definition. The fact that the LDA defini-
non readying the moat public dmosure
right now is not LDA's off&cial statement
(and actually is markedly different from
it) cannot help ben mem profasionals
and parents.

While the LDA definition hes some
good qualities, it is not a serious con-
tender to replace either the NJCLD or
the 1977 USOE definition. Its wording
is vague in critical areas, which prevents
readers from formulating a precise con-
ception of learning disabilities. With the
exception of I-DA members who read the
1986 ACLD Newsbrigis, most profes-
sionals and students in training probably
know only the draft definidou and are
not even aware that a considerably dif-
ferent final version exisu.

The Interagency Committee on
Learning Disabilities Definition

Learning disabilities is a gen=ic term that
refers to a heterogeneous group of disorders
manifested by significant &Mashies in the ac-
quisition and use of listening, speaking, read-
ing, writing, reasoning, or mathematical abil-
ities, or of social skills. Thmc disorders AM
intrinsic to the individual and presumed to be
due to central nervous system dysfunction.
Even though a learning disability may occur
concomitantly with other handicapping con-
ditions (e.g., sensory impairment, mental re-
tardation, social and emotional disturbance),
with socioenvironmental inflow= (e.g.,
culturel differences, insufficient or inappro-
priate instruction, psychogenic factors), and
especially attention deficit disorder, an of
which may cause learning problems, a lean-
ing disability is not the direct remit of those
conditions or influences. (lnteragency Com-
mince on Learning Disabilitim, 1967, p. 122)

This effort to design an improved
definition for learning disabilities was
made by the Interagency Committee on
Learning Disabilities (ICLD) in 1987.
This committee included representative;
of 12 agencies within the Department of
Health and Human Services and the De-
partment of Education. The definition,
which the comminee proposed in a report
sent to Congress, is "a modification or

the NJCLD definition (CM. 1967, IL
222). The only subetanthe change that
was made to the NJCLD definition was
the addition of social skils to the list of
sped& learning disabilities.

The response to this alteration was
swift. While apecing that a person with
a learning &ability might also amain=
=id problems, Silva (1988) asserted
that Noma= with sivfficant diffseulties
with social skills but without deficits in
one or more of the other six areas should
not be considered learning disabled" (p.
79). (The six areas referred to by Silver
are those spelled out in the 1977 USOE
alma.) Graham and Mon (1989) also
questioned the desirability of consider-
ing social skill defidu to be primary
Leming disabilidea They further claimed
that the evidence for viewing social skill
defecits as primmer learning disabilities
was inconclusive and neither supported
nor refuted by research.

The reaction from the NJCLD was
mote pointed. The role of social skills
had been debated by them for years and,
for a majority of the representatives, the
histse bad long been settled. Most of the
NICLD committee members did not view
the insertion of *social skilis" into hi
definition m an improvement. This was
indicated in an official letter by Stan
Dublinske, chairperson of the NJCLD,
to Duane Alexander, director of the Na-
tional Institute of Child Health and
Human Development. Pottions of the
March 2, 1988, leiter are reproduced
below.

. . .The NJCLD was pleased that ks 1961 def-
inition provided the basis for the Interagency
Cemmittee's propoeed defmition. However,
after considerable discursion of the proposed
definition, the member ormizations of
N.ICLD voted 7-1 to suppon the original
NJCLD definition. Of paticuiar cancan was
the additiois of the phrase "or social skills"
to the ad-madam.

While the NICLD does not support addi-
tion of the phrase "or social skills' to the
dermn, we do support Wan to clarify the
relationship between leaning disability and
social learning problems. We recognize that
learning disabilities may significantly affect
the individuate patterns of social &Nappanee
and interaction, self mean and activities of
daily living. However, the NJCLD does not
support the argument tint these probiems of
social and personal Mammal:a constitute a
separate and unique learning disability.

We also are concerned that the designation
of social skills as a separate manifestation of

imam dimbility invites the Mention ta the
ausnos7 of individuals with munificent psy-
chiatric glom. Such on inclusion will cab
comb= problems telaing to idezeifterion,
diegmeais and intervention of childran , yonth.
and adoks with learning disseklitia. a. Dub-
Wake, personal communication. March 2,
1988)

shenkl not =dm that, ba:ause
it was developed by a gryirraniental com-
tnittzt, this delinhion had any broad-
based offidd Stsiliding. Oullie contrary,
Graham and Mott (1989) pointed out
that the Department of Education has
not endorsed the proposed definition, for
three pragmatic reasons. The Deport-
ment maintains that including social
skills in the definition would (a) require
a change in Pd.. 94-142, (b) inormse oan-
fusion concerning digibility, and (c) in-
COMM the number of children ciassified
as learning disabled. The position of the
Department of Education is found on
page Zi2 of the ICLD (1M) report. For
these and other reasons, ash definition
will probably never obtain eitheo offnial
status or professional 241,Wlallce.

ELEMENTS EY WHICH
DEFINITIONS MIGHT
CONTRASTIM

Having identified and described the
prominent definitions, the next step was
to identify important coactseami elataurts
on which the del-miaow might differ.
Studying of ihe 31 &fie:WOES Wetnati
nine elements that misht discriminate
among them.

1. Underachievement
Determination

All the definitions reviewed adhere to
the idea that an individual tidal' imining
disabilitkz is an underachiever. They do
this in one of two ways. Some definitions
imply by their wording that a state of
underachievement codas when a person
evidences uneven patterns of develop-
ment (i.e., a person is appreciably better
in some skills/abilities than in others).
The authors of these definitions refer to
problems in "one or more" abilities, to
"specific" rather than general deficits, to
Vereieney in a particular probkan era,"
and so forth. This idea is consistent with
Gallagher's (1966) reference to "develop-
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- . .. III ob.. 1 b,
tO 4.0.4,:trIlladlill in growth." to

V. .x.4cock (l 464) reference to Imat-
pztive unraachievensenrdiscre

at nes.* ar. to Kirk and Chalfant's
ottatynue tO misuraindividual dn.

ferenae." Thus, underachinvement can
be Ottrir.ined by the study of intro-
Winans, sod* differences. For exam-
ple, underachievement (and potential
learning dirabilius) might be verified by
observins that a =rim is gooti in read-
ins and rdatively pow in math.

Other definitions suggest that under-
achievement is indiceed by tbe presence
of apanedsaddevonesit crtsceepandes.
Hat a significant difference between in.
tellectual ability (may represented by
an IQ) and performance in one or more
of the iearning disabilityareas is indica-
the of underachievement. For mampk,
a differmee between an IQ and a quo-
tient from a ravine tat demonstates
underachieving performance and thus
the possible ream of a learning dis-
ability. Obviously, the use of awned,-
achievement discrepancy is a special ap-
plication of the inuaradividual ability

/approsch.

2. CNS Dysfunction Etiology

Some definitiom specify that the crane
for the learning disability is known or
suspected to be the mutt of a problem
in the central nervous system (CNS).
Other definitions are silent on the etio-
logical issue.

3. Process Involvement

Some definitions express the idea that,
merciless of the learning disability's
cause, its effect is to disrupt the psycho-
logical processes that make proficien
performance possible in some skill or
ability area. Other definitions make no
mention of proem dysfunction.

4. Being-Present Throughout the
Life Span

mint definitions imply that learning
disabilities can bepresent at any age. The
definitions do this by avoiding language
that *add lead the reader to think other-
wise. Generally, the autbon of such def-
initions begin.their statements with, Me

ofte444 aria Mei* 41406441Willge U4. 4-411131^
ins disabilities are . . . ." Other defini-
tion limit learning disabilities to chit-
Men, especially those of school age, and
uSnally begin with. "Children with karst-
ins dtsabWues.. .

S. Specification of Spoken
Language Problems as Potential
Learning Dimbalties

Some definitions specify that spoken
language problems (e.g., those involving
laming and speakkig) am be learning
disabilities. Others do not single out
spoken language peoblems.

6. Specification of Academic
Problems as Potential Leaning
Disabililies

Some definkions specify that certain
types of academic pmblans (e.g., those
involving reading, writing, mean& or
math) can be learning disabilidec others
are silent regarding academic probians.

7. Specification of Conceptual
Problems as Potential Learning
Dbabillues

Some definitions specify that certain
types of conceptual probians(e.g., those
involving thinkins and reasoning) cm be
learnins disabilities. Others do not ad-
dress the subject of conceptual problem.

Specification of Other
Conditions as Potential Learning
Disabilities

Some definitions specify that probians
other than academic, language, or con-
ceptual disordersam be learning disabil-
ities. For instance, problems involving
social skills, swig orientation, integra-
tion, or motor abilities are mentioned.

9. Allowance for the
Multikandicapping Nature of
Learning Dbabilities

Three scenarios exist within this ele-
ment. First, the definitions may dem*
indicate that iearning disabilities call
coexist with other kinds of landicaps
(e.g., nasal retardation, emotional
wham sensory and motor impannait).

g gicbc i44itittIUR CDCI 1114MC int
distinction between primary and second-
ary problems. For example, in a blind
child, the inability to read print
~qv the tenth of thr liability $og.
This same child could have a spoken
language learning disability that was
secondary to the blindness (i.e., it co-
t:tont with the blindness).

Second, definitionscan haw: exclusion-
ary dames that are worded to eliminate
the coexistence of leamins disabilities
with other handicappingconditions. Ac-
cordina to these definitions, it would be
impossible for a mentally retarded person
to have a kerning disability. Third. some
definitions are silent on the issue.

CONTRASTING THE
DEFIMTIONS

The sums of each of the II definitions
regarding these nine elements was deter-
mined by studying the definitions (see
Table 1). By comparing entries -in the
tabie, one may contrast the conceptual
contents of the various definitions.

After documenting the characteristics
of the II definitions relative to the nine
dements, it was a simple matter to, next,
compute the percentanes of agreement
among the dermitions and to present
these percentages in Table 2. Consider,
for example, the defraltions of Kirk and
Bateman. In Table I, one can readily see
that the two definitions are in agreement
on four elements (i.e., they both include
a process clause, neither makes mention
of thinking disorders, neither offers other
examples of lamina disabilities, and
both adhere to the idea that learning
disabilities can coexist with other handi-
capping conditions). Dividing the num-
ber of elements in agreement (four) by
the total number of possibie elements
(nine) remits in the percentage of agree-
ment (44%) between the two definitioni.
The larger tbe percentage of agreement
between two definitions, the inner their
conceptual similarity.

Knowing percentages of agreement
made it poesible to note any clusters
among the definitions. By reviewing the
percentages reported in Table 2, one will
note that only 10 are possible: 0, 1 1, 22,
33, 44, $6, 67, 71, 19, and 100. There-
fore, 67% agreement was arbitrarily ac-
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TAUS 1
Sesta of Definitions lielalko to Delloitiond Menteins
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aDirronitions Wont on the oiornonL

cepted as tbe criterion for a strong rela-
tionship. This percentage indicates that
two defmitions agree on six of nine defi-
nitional demons. Using this Nene as the
base, the follow* definitions win found
to be strongly relate.± 1.3; 1,7; 1.8; 1.9;
1,11; 2,4; 2,5; 2,6: 2,7; 3,7; 3.8; 30:
3,11; 4,7; 5,6; 6,7; 7,8; 8,9; 1,11; 9,10;

10,11. From these combinations,
one can easily gather that definitions 2,
4, 5, and 6 form One cluster and defmi-
tions 1, 3, 7, 8, 9, 10, and 11 form a
second cluster.

The definitions that each cluster com-
prises are listed in Table 3, along with
their status relative to the nine defmi-
tional denims. ln addition, a composite
that shows the status of the duster rela-
tive to the elements is presented. Table
3 also contains the percentars of agree-
ment among the definitions, on each ele-
ment. For example, the first duster in-
cludes four definitions. According to
data in Table 3, they all agree on three
elements (process clause, life span, think-
ing); therefore, the percentage of agree-
ment is 100 in those instances. A 75%
agreement indicates that three out of the
four definitions in Ouster 1 agree on a
particular conceptual element. ln the two
cases where the definitions are split even-
ly, the percentage of agreement is listed
as 50-50. With regard to the ftmuhiliancli-
capping" dement in Cluster 1, two defini-
tions held that learning disabilities could
coetist with other conditions, one defini-
tion pnisented a view to thecontrary, and

one was silent on the topic. Since half of
the definitions agreed, the agreement
recorded was 50%. Ageement of 50%
or less was taken to mean that no con-
sensus existed among the definitions in
the duster.

Muter 1 comprises the dentitions pro-
posed by Bataium, Northwestern, CEC/
DCLD, Weisman et a1. A compoat
of tbe collective ideas mimed in dust
definitions would read as follows: Chil-
dren with kerning diseirilities **dram
basic disorders in the learningpose=
that enable a person to achieve. This
definition is painfully obscure and ob-
viously unacceptable. It is easy to see why
most professionals moved in the defi-
nitiemal direction hulicated by Cluster 2.

The seven delmitions that compote
Cluster 2 are those of rist, NACHC,
1976 USOE, 1977 USOE, NiCLD,

LDA, and ICLD. A composite definition
based on these ideas would be nearly
identical to those of Kirk, the NACHC,
the 1977 USOE, and the N3CLD. Hy
comparing the composite in Tabie 3 with
the four definitions, oaecan nose agree-
ment on eight of the nine daunts. This
mascots 89% agreement on cities]
definitional characteristics.

This duster can be considered Kirk's
lePcY to the learning disability definii
tion. Ku influence, after framing his own
definition, on the subsequent NACHC
and 1977 USOE defmitions was consid.
erable. The N.ICLD definition was mere-
ly an effort to improve on the 19T1
USOE definition; and the more recent
ICLD definition is needy identical in
language and thought to the NI:MD
definition, with one very huponant ex-
ception its inclusion of sodal skills.

TABLE 2
Percentage of Agreement Aroma Ito 11 Dolnitions on the Nine deroorto

Definitions

1 . Kirk
2. Batman
3. NACHC
4. Northwestern
5. CECIDCLD
6. Women et al.
7. 1978 USOE
& 1977 USOE
9. NJCI.D

10. ACLD (WA)
11. ICU)

1 2 3 4 I 6

44 78
44

56
67
66

Si
67
56
33

58
67
56
se
67

7 I 9 10 11

1007856
4422
78563322563322563322974422

0
53

37
1 1

6 7

33
22
22
33

se
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/ CONCLUSIONS

What can one conclude from this re-
flection on defmitional issues in learn*
disabilities? Two conclusions seem ob-
vious. Fun, and contrary to popular
opinion, considerable agreement mins
today among the definitions and defmas.
This is both surprising and encouraging.
Second, of the current viable definitions,
the one by the NJCLD is probably the
best descriptive statement about the na-
ture of learning disabilities.

Consensus Is Near

The fact that evay important demi-
don of learnins disabilities currently en-
ioYins anY deem of PoPolarltY was
found in Cluster 2 suggests that there is
consensus in the field. Additional evi-
dence of consensus is found in the rela-
tionship among the four dermitioas that
have been developed since 1977 (USOE,
NICLD, LDA, and 1CLD). Of these, the
most influential definitions are the fnst
two. Tbey were the most frequently men-
timed in the 23 tens reviewed for this
article. The 'definitions by LDA and

IaD are neatly formulated contenders
sa forth to correct perceived anis:ices
or to chaffy swan= in the other two
definition. There can be no question,
however, that the four definitions are in
fundamental agreement on roost issues
related to the defmition of learning

In Table 2, the six percentages of
agreement at the lower right 73%,
Ws, 711414M, and 7$94) repre-
sent the relationships among the recent
definitions. The mean pacentase of
agreement is 74. These figures illustrate
a awns relationship amoog the defml-
tions and indicate that cowman is near.

Tbe NJCLD Definition
Presently Is the Best

Of the 11 definitions discussed in this
paper, only 4 are professionally viable
today (i.e., the 1977 USOE, NJCLD,
LDA, and 1CLD definitions). Theme
definitions were consistently referred to
in the 23 tectbooks reviewed for this ar-
ticle. The is:wining seven definitions
have biatoeical value only. Of the four
viable emes, the definition written by the

NJCLD has the best chance of becons-
ing the consensus definition. Ws is in
part because it has many sood unibtoes,
and also because the other definitions
have problems that disqualify than as
comprehensive statements about kerning

The main limitation of the 1971 USOE
defmition is its inclusion of a psycho-
logical proceu clause. Objection to the
moms clause is based on the tam's lack
of me:11kt/ and the suspicion that it
might refer tO the once-popular pm:m-
oral notions advomed by Froetig, Kep-
hart, Getman, and ozhas during the
1960e. Latta-day process-wiented pro-
fessionals could make az arginN.--mt that
the current processing theories espNixed
by Ann Brown, Pollnow, Torgest.%
Borkowski, Swanson, and Hallahan are
more defensibie than whir versions and
thereby deserve some considaasion in a
learn* disability definition. If the now
processing theories prove to be valid,
useful, and capable of being opera-
nonsked, perhaps the NJCLD defini-
tion could be amended, or some new
definition set foeth at a later time. For
the time being, however, ft seems thog
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prucier.: to fo..o% the example of the
f- at c.:rrer.try y:ab:e definitions, which
pay dow-r or de.rte the psychological
races mails:. Tile dame was not opera-
uomaktra in int- inentificatiots aiteria
acnnmpanying int 1977 USOE defini-
Dan, nor do art of the other time defini-
tions include such a clause.

Another hmnation of the 1977 USOE
definition is the fact that it is inconsis-
tent nith its own operational atteria on
several key points (see the earlier discus-
Oen of this definition). Became of theme
inconsistencies, the definition has dimin-
ished value as a mete, comprehensive,
and descriptive statement about learning
disabilities. In addition, the definition
makes no mention of thinking disorders,
which the other three recent definitions
list as an example of a specific learning

The main limitatioas of the IDA defi-
nition are its lack of clarity concerning
which disorders constitute leaning dis-
abilities and its ambiguity about the
multihandicapping nature of learning
disabilities. Regrettably, most people's
or ,nions about the LDA definbion are
'Aped on an arty published draft of the
definition, which was never approved by
LDA. While this unauthorized, and
thereby useless, definition has enjoyed a
wide distribution, relatively few profes-
sionals have encountered LDA's officially
endorsed definition in the literature.

The main limitation of the ICLD def-
inition is the inclusion of social skills in
the listing of primary learning disabilities.
Neither the 1977 USOE definition nor
the NJCLD defmition specifies social
skills as learning disabilities; it is crifficult
to tell whether the authors of the LDA
definition intended social skills to be an
example of a specific laming disability.
If they considered social skills to be a
type of nonverbal ability, they should
have stated this clearly instead of listing
integration and motor problems as the
only examples of nonverbal disabilities.
With the USOE and NJCLD definitions
omitting social skills. the LDA defmition
equivocal on the issue, and the Depart-
ment of Education reluctant to endorse
the definition, it is unlikely that the
1CLD definition will receive wide accep-
tance in the years to come.

The N.ICLD definition has many ad-
vantages, some of which have been re-

fared to in this paper. It is also blamed
with few liabilities, which is not the one
with the other definitions. Tbe percent-
ages reported in Table 2 ahem that the
NJCLD definition is strongly Mated to
the other three =rent definitions (i.e.,
those of the USOE, LDA, and ICLD).
It is at once everyone's definition and no
one's. It was written by a committee that
was the creation of ASHA. CLD, NASP,
DLD, IRA. DO:1). L-DA, and OM.
The definkion is 'owned* by the organi-
sation that have officiaNy adopted it and
the indivithsals who have accepted ft.
This is very different front, and possibly
superior to, a definition that is the ova-
tion of a patkular governmental agency.
association, or individual.

The NICLD never intended to write
the perfect definition, only a better one.
A snidy of the definitions discussed in
this paper sun= that the committee
was successful in ks efforts. The bUCLD
defioidon has obtained a high level ofac-
=peewee moon muldpie national asso-
ciations and individuals and is argue*
the best one that is presently available.
None of the NICLD members believe
that their definition tau settled the knit
for an time.

Political realities are such that the
NICLD definition may never replace the
1977 USOE definition in law. But this
may not be important. Wk. Jujajnipor-
tent, however, is that professionals and
parents imite around one definition so
that wraoniy--fhusuF--'ancet
what we mean when we say learning
dLaxbilft

oFTIoo long, textbook authors, re-
searchers, and teacha educators in the
area of learning disabilities have ignored
the definitional issue by writing or talk-
ing about definitions instead of present-
ing and discussinn a definition thst they
believe can be supported. For example,
many textbook authors list, usually with-
out any discussion, two or three defini-
dons of Italian disabilities. Often, all
of these definitions take conflicting SLIMS
on important issues. The authors rarely
tell their readcn which definition is the
most defensalsie statement about learning
disabilities and the one around which
they have organized the content of their
book.

Tbe evolvina consensus on the defini-
tion of learning dimbilities comes at an

opportune time. Many profesaksznis and
others who want to an services for in-
dividuah with learning dinhilisies die the
lack of agraement on the definitional
issue as a justification. U peufanir,
parents, and governmental sours
find common ground in defining, learn-
ing dimbUlties, then they mien mat lon,g
have a field in which to mutest the issue.
Without a common flame of reference
(which a widely accepted.definition pro-
vides), we are unable to deride wito in-
dividuals with learning disabilities ere or
how they differ from others. Neither can
practitioners jugify their plscranent,
diagnostic, funding, and vestment prac-
dom. The NJCLD definition provides a
viable definitional umbrella untie- which
ail of us may find shelter. lt may nerve
us well during the rainy days &heal.
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A WORKING DEFINITION
SESSION ONE

Learning disabilities is a general term that refers to a
heterogeneous group of disorders manifested by significant
difficulties in the acquisition and use of listening, speaking,
reading, writing, reasoning or mathematical abilities. These
disorders are intrinsic to the individual, presumed to be due
to central nervous system dysfunction, and may occur
across the life span. Problems in self-regulatory behaviors,
social perception, and social interaction may exist with
learning disabilities but do not by themselves constitute a
learning disability. Although learning disabilities may occur
concomitantly with other handicapping conditions (e.g.,
sensory impairment, mental retardation, serious emotional
disturbance) or with extrinsic influences (such as cultural
differences, insufficient/inappropriate instruction), they are
not the result of those conditions or influences (National
Joint Conunission on Learning Disabilities definition, 1988).

7
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ALTERNATIVE ESL SCENARIO

ALICIA S.

Alicia S. is a 28-year-old migrant farmworker from Mexico. Each year she,
her husband Carlos, and their three young children follow the crops from the San
Joaquin Valley near Sacramento, California, up to Yakima Valley in Washington,
much as she had done with her parents and her five brothers when she was a
child. She has been picking sweet potatoes and apples since she was 13, and she
is accustomed to spending up to 12 hours in the fields each day, as she only gets
paid for what she picks. Alicia loves playing the guitar, making flower
arrangements, and playing with her children, but she seldom has time to devote
to these activities.

Alicia's school experiences were characterized by a long list of temporary
school placements in Mexico and the United States. The frequent moves and
short stays made it difficult for Alicia to form friendships or to become proficient
in English or to keep up with her schoolwork. Teachers found her to be shy and
hesitant in class and seldom called 'on her. She found it difficult to understand
basic conversation in English or more complex concepts in Spanish. While she
could recite the Spanish and English alphabets and write a few words in Spanish,
she did not learn to write a full sentence in either language.

When she was a young teenager, Alicia's parents allowed her to work in the
fields. Relieved to be removed finally from the stress of the school environment,
she willingly dropped out of the eighth grade and never returned to school. Now,
15 years later, as she sees her own children in school and picking up English very
well, Alicia wants to try to learn again. She and her husband have grown weary
of the travel, sleeping in their run-down car, and of' having to pull their children
from school so often. Alicia wants her children to learn to speak and write
English fluently, and she would like to teach them how to play the guitar.
Eventually, Alicia would like to settle out and stay in the Sacramento Valley,
where she hopes to one day have her own flower shop.

8 0
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ALTERNATIVE CASE STUDY:
RON WHITE

For 25 years I felt like a nobody because I could notread or spell correctly. I felt ashamed when friends of minewho had been in college talked over my head. But when it cameto remodeling kitchens and bathrooms, I was a wizard. Thisseemed so simple for me to do, but a book was the heaviest toolfor me to pick up unless someone read it to me.

In public school in Boston I had such a hard time reading
that I lost all interest except in cabinet-making and math, whichI could do with no problem. Because of poor reading I was placedin a special class beginning in the middle of the fourth grade,but this did nothing for my reading. From the fourth grade on-until the ninth grade I got no help in reading but continued tohave great attendance end to go to woodworking classes to make
furniture for the teachers. In my ninth grade year, I wasintroduced to a teacher named Emerson Dicke who took a specialinterest in trying to find out what my problems in reading were.But I only had him for one year and then I quit school at sixteen.

After I quit school, I worked in a hardware store. When Iwas nineteen, I joined the U.S. Navy. After my discharge twoyears later I returned to work in the hardware store. In Augustof 1970 I was hired to operate a bus for the Massachusetts BayTransit Authority (META) in Boston. In the years after I leftschool, I would listen to the radio news stations and hear howmany drop-outs were still coming from the Boston school system andhow low the reading, writing and math scores were. Because ofthis, I thought I had no chance of getting help if I returned toschool. Also, I would drive public school students on my localbus run, and all they would talk about was how they could skipclasses. I realized from their talk that there was little learningrzoing on in the schools and this discouraged me.

In my job I advanced to starter and then inspector,assistant station master and night/weekend supervisor. Thenight/weekend supervisor's job involved a lot of paperwork, suchas accident reports, discipline reports and service interruptionreports. This was my downfall because of my reading and spelling,not my ability to complete the physical and management tasks ofthe job. I relied on my sister and later'my sister-in-law tocomplete all the paperwork needed. I would dictate the reports tothem on the phone. Then I would leave the office to check serviceand sneak over to their homes to pick up the reports and put, themin the next day's mail.

But then I was assigned to fill in as acting assistantstation master downtown and I knew I couldn't escape from thatoffice to pick up paperwork at my sister-in-law's. I hadsleepless nights thinking about this job, knowing that my secretwou1d be out. I turned this job down and rebid for a trolleydriver's job immediately. I took that job, which was a four-stepself-demotion, because I felt comfortable there. I then rebid ajob as a car cleaner, which was another step down, so I could get
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away from people who knew I had turned down the assistant
station master's job and were wondering why.

At this low point in my life, I got involved with drugs:My involvement lasted for three and a half years. Then friendsof mine took an interest in me and showed me a new way of lifethrough the twelve-step program of Narcotics Anonymous (NA) andAlcnholics Anonymous (AA).

The turning point that caused me to return to educationoccurred when I wss attending AA. When I was asked to read fromtne twelve-step book, my whole body would turn into a puddle ofsweat from nerves so I would refuse to read and would pass thebook on. Then one Friday night a young man tried to read and twomen behind me began to laugh at his reading. This angered metremendously. Then my sponsor told me that the next Friday nightI would have to read. I did not show up that Friday night and Idiscussed my reading problem with my sponsor that weekend. Hesugested that I go to the Massachusetts
Rehabilitation Commission.Mass. Rehab sent me to Suzanne Perlman, a psychologist, to betested. She found me to be dyslexic and recommended a one-to-onetutor.

I started on one-to-one tutoring with Carolyn Buell Kidderon March 23, 1988. Carolyn's tutoring in phonics dramaticallyimproved my reading. My self-confidence has improved so that nowI am able to talk about my problem in an effort to help others withdyslexia. I received a promotion in June 1988 to OperationsForeman: Light Rail Department. As a result of my new abilities,I do not have to involve my sister-in-law anymore in spellingalmost every word for me at work. Also, I can now read the specialbulletins I receive at work on safety and equipment by myself.I do not have to ask someone else at work to read them for me.
On September 28, 1988 I returned to school on a part-timebasis at night to earn a high school diploma. In January of 1989I switched to full-time nights. I particularily enjoyed the scienceand history courses due to the fact that we had wonderful teachers.My mrades were all 90 or above. This fall I am taking a writingcourse and I am also still attending reading tutoring in phonics,which is a great help with the writing course.
When the writing course ends in December, I will have completedall the requirements for my high school diploma. I will receivethe diploma in June at the graduation ceremonies. In the nearfuture I plan to attend a college that helps people with leayningdisabilities such as dyslexia. My job prospects are unlimited aslong as I continue in higher education. Also, in the near futureI will read aloud from the twelve-step book at the AA meeting whichI have never returned to since that Friday night when the two menlaughed at the poor reader. I am also going to speak at thatmeeting. I will say: "We are here to help each other, not to laughat each other." I will speak about dyslexia and how I have hidbehind it for years. Now I am not ashamed to talk about it or readaloud, thanks to the fellowship of NA end the teachers who taughtme to read.
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SCkEENING: SOME CAUTIONARY NOTES

Participants may ask about screening. The following will provide you with background
to respond to their questions. Increasingly, adult education programs are using screening
instruments to identify learning problems. Although they can be useful, they also can be
misused.

When appropriate training has been provided, an instructor or program may decide to
employ a screening tool as a result of:

An interview with an adult learner;
Self-identification by the learner; or
Problems identified by the teacher.

Screening may be introduced after a needs assessment (e.g., if the student identifies
persistent and pervasive problems in the memory area) or when monitoring of student progress
suggests that things are not working.

Screening can be seen as one part of a step-by-step referral process. It is a step between
the needs assessments and teacher-student targeting that should be done for all students and a
step before formal evaluation by a professional. Such evaluation can be expensive, time-
consuming, and is unnecessary for many students. When there is awareness of its limits,
screening can help students and teachers further target specific learning needs, and according to
Jovita Ross-Gordon, "identify alternative instructional strategies for students who may or may
not have specific learning disabilities" (Ross-Gordon, 1989, p. 26). In doing so, however,
teachers and students should understand "the major risk" that Ross-Gordon identified: "(T)he
use of such screening instruments" for diagnosdc purposes is "inappropriate to diagnose
learning disabilities." (See excerpt from thc Ross-Gordon paper in the Supplementary Readings
section, R-4.)

To make these concepts clear, the trainer should make the following points:

Screening is not a formal assessment of diagnosis. Remind participants that
formal assessment is to be conducted by the "outside professional."

Screening may suggest a range of learning problems that a professional
evaluation could identify as mild, moderate, or extreme. (In the Supplementary
Readings section, R-6, we have included a copy of a screening tool, Cooper
Screening of Information Processing, that has been employed successfully in a
number of adult literacy programs. Explain that the full instrument is included in
the packet to show participants what it looks like.

Teachers should not use a screening instrument unless trained in the use of the
instrument.

F.,' 3
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REFLECTWE PRACTICE, ACTION RESEARCH,
AND COLLABORATION

Reflective Teaching. Reflective practice is a term developed by Donald Schon (1983).
The term describes the competence and artistry embedded in "reflection in action." Reflective
practitioners think about what they are doing while they are doing it and adapt theil approaches
in situations of uncertainty, uniqueness, and conflict. Reflective practice contrasts with what are
sometimes called technical or technical-rational approaches that view practice as the fixed
application of technical approaches or the deductive application of school-learned knowledge to
the problems of practice. Reflective teachers ate researchers and artists; they demonstrate the
ability to evaluate, select, adapt, and monitor their approaches.

The Teacher as Researcher. Action research is a term used to describe research the
observation, comparison, contrast, and reflection taking place when researchers engage in
social practice. It is based on the premise that researchers can make useful observations and gain
useful insights while engaging in action. When done effectively, action researchers reflect both
on what they see and on how their own interpretive perspective (their point of view, sources of
theory, and values) affect their understanding of what they see. Action research can be applied
to the work that teachers do when they observe, compare, contrast, and reflect on what happens
in the classroom not as an outside participant observer but as an "unusually observant
participant who deliberates inside the scene of action" (Erickson, 1986, p. 157). Action research
is a necessary tool of the reflective practitioner.

Collaborative Research. Collaborative research is a term used to describe research in
which participants play a central role from the design of research through its implementation and
analysis. Collaborative research has been applied to endeavors in education, where: (1)
reseerchers and school practitioners work together on the design, implementation, and evaluation
of research; (2) the research focuses on "real world" as well as theoretical problems; (3) both
groups gain in understanding and mutual respect; and (4) their effort concerns the interests of
both the researcher (research) and practitioners (development/implementation) (Oakes, Hare,
Sirotnik, 1986). Collaborative research can be applied in learner-centered adult education to
situations where students and teachers, as well as students (alone) and teachers (alone) meet to
design, implement, and reflect on research. Collaborative research expands the knowledge and
perspective that teachers can bring to their work as action researchers.

8 4
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TRAINER SUPPLEMENTS

SESSION THREE
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You Are Invited to Attend
A Free, Three-Session Workshop on

LEARNING DISABILITIES:
LEARNER-CENTERED APPROACHES

By the end of these workshops, participants will be able to:

1) Discuss and analyze the distinctions between learning differences, learning problems or
difficulties, and learning disabilities;

2) Identify learner strengths, learning styles, and needs;
3) Involve students in the identification of their own learning strengths and possible

barriers to learning;
4) Reflectively modify their approaches so that they can more effectively work with

students who have learning differences, learning difficulties, and learning disabilities;
and

5) Make referrals when necessary and in a sensitive and appropriate manner (e.g., for
students with profound learning disabilities and students who could benefit from other
services).

Date of Session 1: Time:

Date of Session 2: Time:

Date of Session 3: Time:

Location:

Trainers.

Sponsors.

Please complete and return this portion to:

D Yes, I would like to attend the three-session workshop on Learning Disabilities: Learner-
Centered Approaches. I agree to attend all sessions. If I am accepted, please send me a
questionnaire. Send to:

Name. Telephone: (

Job Title:

Address:

(City) (State)
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LEARNING DISABILITIES WORKSHOP:
PARTICIPANT QUESTIONNAIRE

.111311111116

If you plan to attend the workshop on
Learning Disabilities: Learner-Centered
Approaches, please complete this form
and send it to the address at the right
by

(date)

Thank you! We look forward to seeing you at the workshop.

Name: Phone.

Address:

Please check the appropriate boxes below.

1. Are you teaching now? El Yes El No

2. Are you a volunteer? El Yes 0 No

3. If "yes," what subject(s) do you currently teach?

El Adult Basic Education

El English as a Second Language

El Other, please specify.

4. In which of the following settings do you currently teach? Check all that apply.

El Classroom

El Learning Laboratory

El One-on-One Tutoring

ti Computerized Instruction

0 Distance Learning

El Other, please specify:

S9
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PARTICIPANT QUESTIONNAIRE (continued)

5. Please indicate the number of years you have taught each of the groups listed below. (If
you have taught for less than one year, write "1".)

O Adults

0 High School/Junior High School

O Elementary/Preschool Students

6. What kind of instructor training have you received? Check all that apply.

O Credential program in adult education

0 College courses on adult educalion

0 Workshops/conferences on adult education

0 Credential program in elemelitary/secondary education

0 College courses on elementary/secondary education

0 Workshops/conferences on elementary/secondary education

7. How informed are you about the following topics? Circle the number that best rates your
knowledge of each topic.

Completely
un-informed

Motivating Students 1 2

Students' Self-Esteem 1 2

Learning Styles 1 2

Metacognition 1 2

Cooperative Learning 1 2

Student-Centered Learning 1 2

Context-Based Learning 1 2

Education for Social Change 1 2

Extremely
well-informed

3 4

3 4

3 4

3 4

3 4

3 4

3 4

3 4

Before you come to Session One, have in mind an example of one student you
are working with and with whom you would like to be more effective in
teaching. You will revisit this student at various points during the workshops,
and will work with that individual for interim task assignments.

5 0
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PERSON SEARCH

1
Someone who has worked in adult education less than 5 years.

2 Someone who has worked in adult education more than 15 years.

3
Recently moyed to a new state.

4 Is a teacher of ESL students.

5 Was married within the last year.

6 Changed jobs within the last year.

7 Teaches at a community college.

8 Teaches at the middle/high school level.

9 Teaches at the elementary level.

10 Jogs regularly.

11. Has had a baby within the last year.

12 Is a Chicago Bulls fan.

13 Is a Dallas Cowboys fan.

14. Lives near a beach.

15. Lives near the mountains.

16. Vacationed out of the country in the last year.

17 Is working on an advanced degree.

18. Has been to the White House.

19. Takes public transportation to work.

20. Voted in the last election.

21 Lives in the same town where (s)he grew up.

22. Is a visual learner.

23. Is an auditory learner.

24, Is a tactile/kinesthetic learner.

25. Does not like chocolate ice cream.

8 1

LEARNING DISABILITIES: LEARNER-CENTERED APPROACHES H.3



LEARNING DISABILITIES
SESSION ONE

AGENDA

OBJECTIVES: By the end of these workshops, participants will be able to:

1) Discuss and analyze the distinctions between learning differences,
learning problems or difficulties, and learning disabilities;

2) Identify learner strengths, learning styles, and needs;

3) Involve students in the identification of their own learning strengths and
possible barriers to learning;

4) Reflectively modify their approaches so that they can more effectively
work with students who have learning differences, learning difficulties,
and learning disabilities; and

5) Make referrals when necessary and in a sensitive and appropriate
manner (e.g., for students with profound learning disabilities and
students who could benefit from other services).

AGENDA: I. Introduction/Workshop Overview

Icebreaker Activity
Agenda, Objectives

II. Adults First and Last

III. What Is and What Is Not a Learning Disability

From Difference to Disability
A Working Defmition

BREAK

IV. Attitudes, Barriers, and Accommodation

V. Practice/Application: Scenario Looking at the Whole Person

VI. Interim Task Assignment

VII. Wrap-Up and Evaluation

q 9
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GLOSgARY

Accommodation Adjusting approaches and environments to meet particular needs. In the
case of learning difficulties and learning disabilities, accommodation
refers to the use of learning strengths and adaptive strategies to meet the
specific instructional needs of the learner.

Agraphia Inability to write words or manipulate a writing instrument.

Aphasia

Assessment

Inability to express oneself through speech, writing, or gestures, or to
understand spoken or written language. The impairment can be due to
injury or disease of the brain centers.

Identifying an individual's level of knowledge, skill, or need through the
process of gathering data in order to clarify and verify problems and
make decisions.

Auditory Identification, organization, and interpretation of sensory data received
Perception through the ear.

Cultural Cultural competence refers to the interpersonal skills and attitudes that
Competence enable people to appreciate the differences and similarities within and

among people and cultures. Culturally competent approaches recognize
the cultural grounding of the teacher's views, behavior, and approaches.

Diagnosis The process of identifying the nature of a situation (e.g., a learning
disability).

Dysealculia Inability to do simple mathematics.

Dysgraphia Severe handwriting difficulties often due to poor fine motor
coordination.

Dyslexia Severe reading problem in a person who has adequate vision, hearing,
and intelligence. Dyslexia is not attributable to environmental causes or
other handicapping conditions but is thought to be related to a
dysfunction in the central nervous system.

Input

Integration

Learning
Difference

Learning
Difficulty

Taking in information.

Converting information to meaning.

Term that represents the fact that people learn differently in ways that
include, but can go beyond, learning style.

Tenn that encompasses problems in learning, some of which may be
learning disabilities and some which may not.
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LEARNING DISABILMES: LEARNER-CENTERED APPROACHES H-5-a



Learning Style

Linguistically
Appropriate

Memory

Neuropsychology

Output

Perception

Perseveration

Reasoning

Remediation

Sequencing

Social Context

Spatial
Organization

Tactile/Kinesthetic
Perception

Visual Perception

People have preferred modes of learning, including auditory, visual, and
tactile/kinesthetic.

Curriculum, instruction, and interaction which recognize that people use
language in different ways based on cultural and personal
communication styles, and are also sensitive to the needs of those
people for whom English is not a native language.

Ability to store and retrieve information.

Field of study that relates what is known about the functioning of the
brain to what is understood about the behavior of people. The field
"seeks to defme the role of the brain in thought and action by studying
empirically the behavioral phenomena associated with the neural
changes induced by injury, disease, or dysfunction of the nervous
system in children and adults" (Wong, 1991).

Expressing information.

The act, process, or faculty of receiving stimuli, data, and information.
How people perceive things can vary greatly from person to person, and
can be influenced by such factors as age, culture, and gender.

Inappropriate, uncontrollable repetition of words, phrases, or gestures.

Intellectual process of working through information by inferring from
fact or logic.

Instruction designed to help students with learning disabilities develop
basic academic and life skills. Remediation is distinct from
accommodation.

Ability to order objects, events, and ideas in succession.

The learners' lives outside of the classroom. This includes their culture,
the social roles that they perform, and their social networks in the home,
community, or at work.

Ability o organize and interpret nonverbal visual and auditory stimuli.

Awareness and sense of bodily movement, weight, resistance, and
position.

The processes of taking in and gaining meaning from nonsymbolic (size
and color) and symbolic (written words, objects) visual stimuli.

9 4
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ADULTS FIRST AND LAST

M
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Woo or what motivates adults to seek further education?

i

G
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L
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What are some educational goals adults have?

,

,

A
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I
T
U
D
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What attitudes do adults bring toward learning?

A
B
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T
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What strengths do adults bring to learning?

s
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X
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What social and cultural factors affect learning?

L
E
A
R
N
I
N
G

E
N
V
I
R
0
N
M
E
N

What types of teaching approaches work best with adults?

0 t-
... kl
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VISUALIZING LEARNING DIFFERENCES, LEARNING DIFFICULTWS,
AND LEARNING DISAXIILITIES

Learning Differences

"Perfect°
Learner

/my
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CONTLNUUM OF LEARNING DIFFERENCES AND DIFFICULTIES

Learning Differences;

ILearning 1 Difficulties

1 Learning Disabi lities

Mild Moderate

741,

Severe

Iiix;.117
WHe-

11PU
i,
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DEFINING LEARNING DISABILITIES

Learning disabilities is a general term that refers to a heterogeneous group of disorders
manifested by significant difficulties in the acquisition and use of listening, speaking, reading,
writing, reasoning or mathematical abilities. These disorders are intrinsic to the individual,
presumed to be due to central nervous system dysfunction, and may occur across the life
span. Problems in self-regulatory behaviors, social perception, and social interaction may
exist with learning disabilities but do not by themselves constitute a learning disability.
Although learning disabilities may occur concomitantly with other handicapping conditions
(e.g., sensory impairment, mental retardation, serious emotional disturbance) or with extrinsic
influences (such as cultural differences, insufficientrinappropriate instizction), they are not the
result of those conditions or influences (ational Joint Commission on Learning Disabilities
definition, 1988).

COMPONENTS OF DEFINITION

1. Refers to many different (heterogeneous) learning problems.

2. Presumed to be a basic dysfunction in the central nervous system.

3. May persist across the life span.

4. Occurs with varying degrees of severity.

5. Occurs across the intellectual range.

6. May impact several areas of adult life and functions.

95
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BARRIERS

The barriers which restrict or prevent people from performing or
participating and which are the focus of advocacy efforts often
fall in the following categories:

structural communication
social/attitudinal ecopomic
psychological programmatic

A lot of overlap occurs between the different types of barriers. For
example, one kind often causes another to exist.

STRUCTURAL BARRIERS restrict or prevent a person from free and
independent movement from one place to another.

Example: A flight of stairs can prevent a person in a wheelchair
from entering a building.

SOCIAL/ATTITUDINAL BARRIERS represent attitudes or personal
beliefs of members of our society that are based on prejudice
regarding a particular disability or people with disabilities in
general.

Example: A. non-disabled person is hired for a job over a person
with a disability even though that person's
qualifications are equal to or better than the
non-diaabled person's.

PSYCROLOCICAL BARRIERS are barriers maintained by people with
disabilities themselves. They exist when individuals have learned to
believe that they are not capable.

Example: A person sees no point in going to school to learn a
skill, because they do not think they would get hired
for a job anyway.

ECONOMIC BARRIERS exist such that people cannot afford basics,
cannot gain access to basic opportunities and are victimized by a
coalition of unenlightened lawmakers and those with vested interests
who are responsible for dependency producing public policies and
allocation strategies.

Example: Persons with disabilities who seek to work face
economic punishment.

PROGRAMMATIC RARRIERS exist when needs of people with disailities
are not taken into consideration in the planning of a new program or
activity.

Example: Transportation, both stete-wide and nation-wide, is not
designed with persons with disabilities in mind.

Notice how one barrier ties with another and notice how most come
from outside the person and may have very little or nothing to do with
someone's disability.

Every individual would like to live their life as freely and
independently as they can. But because of the barriers that exist in
our society for a person with a disability, that ls not always
possible. 0n

1/41)
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EVALUATION SUMMARY REPORT TO A STUDENT

February 11, 1988

Dear Ron,

Here is the report on your testing. Basically, it says:

1. your verbal ability is good, with scores ranging from average to
above-average,

2. because your use of words is so good, your reading can become
much better,

3. as your reading gets better, your spelling can improve, too, and then
your writing will go easier,

4. your reading problem is a kind of `dyslexia" based on difficulty
breaking up a word into parts; this can be helped by working with a
learning-therapist.

If I can be of further help, or can answer any questions you might have,
please call. I will be away until the 22nd of February, but call then if you
like; or have Sandra call with any questions.

Sincerely,

I CM
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TEST INTERPRETATIONS AND RECOMMENDATIONS
REPORT TO A TEACHER

Test InforprotatIons mid RocommondatIons:

Joe obtained a Full Scale score of 86 on the WAIS-R which falls within
the Low Average range of intelligence suggesting low average academic
achievement. Joe's performance on the WAIS-R suggests that it may
reouir9 more time than the average student to attain learned academic
skills. Verbal abilities appear to be weaker relative to nonverbal abilities,
which fall within the average range of functioning. No significant relative
strengths or weaknesses are noted among individual aubtests.

Bender Visual-Motor Gestalt Test suggests fairly average skills in this
area. Figures were drawn with no errors.

Reading Recognition skills were developed to a 5.8 grade level
equivalence based upon test results. Skills appear to be below average
for age. Joe seems to have great difficulties decoding new words.
Reading Comprehension skills appear to be below average for age also.
A 7.3 grade equivalence is noted. Math Calculation skills seem to be
developed to a grade equivalence of 8.5. This is an area of relative
strength for Joe compared with other academic areas. Joe was able to
compute basic mathematical calculations. Work is still needed in the
areas of decimals, percentiles, negative numbers, and algebraic
computations. Math Reasoning skills appear fairly commensurate with
other areas of achievement. A 6.4 grade equivalence is noted.

Based upon the results of this assessment, it is suggested that it may
require excess time to master academic skills introduced to Joe. Joe
may also require more time to complete assignments in class that are
timed or tests which are timed. It is recommended that Joe be given
extra time to complete timed tasks. It is also recommended that skills be
continuously developed until teachers recommend Joe is prepared to
take the G.E.D. exam. Joe will benefit from repetition of instruction in
gaining learned ski He may also benefit from a visual instruction
approach rather than an auditory approach and a more concrete method
rather than an abstract. Building skills in a step-by-step fashion as
opposed to a more holistic approach may also benefit.

If further information is requested, contact this examiner at 555-1234.

Signed,

1
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MATRIX:
STUDENTS WITH LEARNING DIFFICULTIES

Student Classification/
Status

Has Learning
Disability

Does Not Have
Learning Disability

Identified

Not Identified

LEARNING DISABILITIES: LEARNER-CENEREDAPPROACHES H-13



SCENARIO

KAREN W.

Karen W., a 55-year-old homemaker and mother of four, is a second-
generation German-American who lives in a blue-collar suburb of Pittsburgh.
Recently widowed, her life has changed dramatically since her husband died of
lung cancer last year. Now that her daughters are all married and have moved to
other parts of the country with their young families, she faces the prospect of
managing alone the financial affairs that had always been handled by her husband.
This new responsibility involves taking on tasks such as paying the bills, balancing
the checkbook, figuring taxes, and budgeting money.

Karen has always considered herself an organized person, someone who gets
things done, and a motivator to her children each graduated from college and
went on to get a good job. She is a creative storyteller, an accomplished
seamstress, and she likes to bake pies without following a recipe. Ever since she
was in high school, where she dropped out in the eleventh grade because she had to
help support her family, Karen has avoided math-related tasks and consistently
refused her husband's many offers to help her improve her math skills. Her
husband's family and friends from her church have offered to help her get back on
her feet, but she wants to be able to take care of herself.

Despite initial resistance, Karen was persuaded by her brother-in-law's
admonitions about her financial affairs, and is now determined to obtain a job that
will pay the bills arid somehow utilize her 35 years of experience as a homemaker
and mother. With prodding from her youngest daughter, she scheduled an
appointment with an employment counselor at the local community college. There
she took a battery of pre-employment tests. The reading and math assessments
showed mixed results. Although her reading rate is slow, she has satisfactory
comprehension because she can analyze words into their phonetic parts and uses her
language skills for figuring out words from context. The math portion was more
difficult for her. She has no problem with simple computation, but she has a
difficult time aligning numbers properly and often reverses numbers. She also has
difficulty solving multi-step problems and in forming a mental picture of a problem.
Estimating numbers such as the dimensions for a room or the sale price of an item
have always posed a challenge for her, as well.

Karen would like to obtain her GED diploma because she now regrets not
having finished high school. The interview with the employment counselor also
convinced her that she cannot expect to get a decent-paying job without a diploma.

3
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SCENARIO FOCUS QUESTIONS

PERSONAL/SOCIAL CONTEXT OF LEARNING:

Identify aspects of the adult learner's context including motivations,
goals, culture, and class that the instructor should consider when planning
for instruction. Also examine where the learner's skills are shown outside
the classroom setting and where these skills are likely to be tested out; the
importance of this is to connect learning to where the learner wants to use it.

LEARNING STRENGTHS:

Identify indicators of learning preferences, strengths, and possible learning
difficulties, and discuss implications for instructors.

ACCOMMODATION STRATEGIES:

Identify strategies used to accommodate for learning difficulties. How can
these be integrated into instruction so that the learner can build on strengths?
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ADULT ROLES

HOME

WORK

COMMUNITY

CLASSROOM
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INTERIM TASK ASSIGNMENTS
(To Be Completed for Session Two)

During the period between Sessions One and Two, you will work with one of your
students to learn more about what they want out of the learning process, their strengths, learning
challenges that they have faced and how they have accommodated for areas of weakness, their
support system, and where they will apply and refme the skills they develop while in your
program.

This exercise has six goals. It will:

(1) Help you see beyond what often may seem to be a set of problems (or, as some would
say, "deficits").

(2) Help you focus (or remain focused) on the students' goals.

(3) Enable you to work with students to modify your approach to instruction in a manner
that addresses their strengths, goals, and particular needs.

(4) Provide you with a sense of them as a whole person and enable you, if necessary, to help
the students identify and harness their own strengths.

(5) Provide information that we will use in Sessions Two and Three.

(6) Provide you with an experience (and model) for new ways to work with students in a
learner-centered manner. (In order to assist you in this work, we have prepared a
discussion guide and series of discussion questions, which you may use during your
interview [H-16b-c].)

Adult educators work with a variety of students. Your approach to the interim task may
have to vary with: (a) the type of student and (b) the type of setting you work in. Students who
entered the program on their own volition may respond more openly than students who entered
through the pressure of a social worker or family member. Students who participate in the
program voluntarily may respond more openly than those who entered the program because some
official mandated their participation (e.g., in order to receive welfare benefits) or those who are
incarcerated. While your tactics may vary in each case, your strategy and goal should remain the
same:

Strategy establishing trust so that you can interview students.

Goa! viewing your students as whole people and understanding the diverse social
and cultural contexts that they live in.

While your tactics may vary, three factors may help establish trust: (1) a clear explanation of
your goals, (2) an understanding of the learnors' skepticism, and (3) respect for the learner.

Remember, returning to school is a heroic act for irn.ny learners particularly for those
who have learning disabilities. Adult learners are likely to drop out again if they do not feel
comfortable in the classroom environment and if their goals and needs are not being met.

Bring the entire Interim Task Assignment packet with you to Session Two.
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DISCUSSION GUIDE

INTERVIEW BEHAVIOR

Conduct the interview in a setting that provides some privacy and breaks down the
distance between you and the person you are interviewing. You may decide to meet over
coffee, tea, or a soft drink.

1. Be a respectful, responsive, and active listener.

2. Ask questions and elicit information in a warm, non-threatening, non-judgmental
way.

3. Remain sensitive to "touchy" areas. Don't press the person you are interviewing
if he or she says "no" without an explanation. If the person you are interviewing
asks you to back off, do so.

4. Acknowledge the adult's feelings.

5. Respect confidentiality.

6. Do not cut off the person you are interviewing because he or she is not following
your order of chosen questions.

7. Permit the person you are interviewing to reframe questions.

8. If the person you are interviewing has a different cultural background from your
own, be conscious of the fact that culture affects your approach and responses as
well as those of the person you are interviewing.

9. Let the person you are i4terviewing know what you will do with the interview.
(If you are just using it for the assignment, le,t him or her know that; if you will
also use this to adapt your approaches to instruction, let the student,know that as
well.)

1 I.) 7
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DISCUSSION QUESTIONS

Introduce the first set of questions by stating, "In order to help ir become a better
teacher, I would like to know more about you." (Also make it clear that if they think you are
asking questions that are too private, they should tell you.)

Tell me about yourself. What are the most important things that I should know
about you?

Tell me some of the things that you like to do most.

Tell me some of the things that you don't rAe doing.

I am interested in your goals. How did you decide to come to this [name of your
program]? What do you hope to get out of participating in the program?

Whenc will you use these new sklis (or knowledge or confidence) and in what
way? At home? At work? With your friends? In the community?

Introduce the next set of questions by stating that in order to decide how to more
effectively work with them, you want to know more about how they learn and work.

What did you like about school?

How do you prefer to study or think things out or work on things? Where?
When?

alone
with someone else
thinking or talking out loud
in a quiet room or place

Think about the work we do here. What things make it difficult for you to study?
To learn new material?

If you think about people who have taught you (in and out of school), who helped
you most? Why?

What things should I do to help you achieve your goals?

Students will be asked to respond orally. You may take notes. Tape record the oral
discussion only if you have asked the student's permission and he or she is comfortable with
the idea. Use your notes or the tape recorded interview to summarize your findings.
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SESSION ONE EVALUATION
LEARNING DISABILITIES: LEARNER-CENTERED APPROACHES

Date Location of Training

Presenter

Name of Adult Education Program

Geographic Setting (check one): 0 urban 0 suburban 0 rural

Your Position (check all that apply):

0 ABE Teacher 0 ESL Teacher 0 Other (please specify):

0 ABE Volunteer Instructor 0 ESL Volunteer Instructor

Number of years experience in this position

Number of years of other adult educaer-1 teaching experience

Certification in elementary/secondary educe:on 0 Yes 0 No

Education Background Field

For each of the following questions, please circle the number that best expresses your reaction.

Presentation

1. The length of time for the workshop was

(too short) 1 2 3 4 5 (too long)

2. The small group activities were

(dot useful) 1 2 3 4 5 (very useful)

3. The ideas and activities presented were

(dull) 1 2 3 4 5 (very interesting)

4. The mix of activities used to present the material was

(not useLl) 1 2 3 4 5 (very useful)

5. The extent to which the workshop covered the topics was

(inadequate) 1 2 3 4 5 (very adequate)

I I.) s
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HANDOUTS

SESSION TWO
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General Comments About Presentation:

Content of Training

1.

2.

The key concepts and information presented in the workshop were

(not useful) 1 2 3 4 5 (very useful)

The purposes and objectives of the instructional packet were

(vague) 1 2 3 4 5 (very clear)

3. The objectives of the instructional pazket were met

(not at all) 1 2 3 4 5 (completely)

4. The content of the training will be

(not useful) 1 2 3 4 5 (very useful)

5. The theory and information presented were

(insufficient) 1 2 3 4 5 (sufficient)

General Comments About Training Centent:

lii
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Overall Comments

te) 1 2 3 4 5 (appropriate)

c. video

(inappropriate) 1 2 3 4 5 (appropriate)

2. The technical quality of the printed materials was

(poor) 1 2 3 4 5 (excellent)

3. The technical quality of the overheads was

(poor) 1 2 3 4 5 (excellent)

4. The video added to the overall value of the workshop

(not at all) 1 2 3 4 5 (a great deal)

5. The materials presented can be adapted to my own learning environment

(not at all) I 2 3 4 5 (very easily)

General Comments About Materials:

1. What were the strongest features of this workshop? Please be specific.

Overall Comments

2.

1. What were the strongest features of this workshop? Please be specific.
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2. What do you think were the weakest features of this workshop?

3. What suggestions do you have for improving this txaining?

4. Which techniques, ideas, or activities will you apply in your own classroom?

1 1 3
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REMINDER!

Session Two of the Workshop on

LEARNING DISABILITIES:
LEARNER-CENTERED APPROACHES

Date*

Location:

Please remember to bring the following:

1. Completed Home-Task Worksheets

2. Materials from Session One

Time:

Please complete and return this portion to:

0 Yes, I will attend Session Two of the workshop on Learning Disabilities: Learner-Centered
Approaches.

Name: Telephone. (

Job Title:

Address.

(City)

1 14

(State) (Zip)
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LEARNING DISABILITIES
SESSION TWO

AGENDA

OBJECTIVFS: By the end of these workshops, participants will be able to:

1) Discuss and analyze the distinctions between learning differences, learning
problems or difficulties, and learning disabilities;

2) Identify learner strengths, learning styles, and needs;

3) Involve students in the identification of their own learning strengths and
possible barriers to learning;

4) Reflectively modify their approaches so that they can more effectively
work with students who have learning differences, learning difficulties, and
learning disabilities; and

5) Make referrals when necessary and in a sensitive and appropriate manner
(e.g., for students with profound learning disabilities and students who
could benefit from other services).

AGENDA: I. Introductions/Workshop Overview

II. Review of Session One

HI. Review of Interim Task Assignment

BREAK

IV. Planning for Learning

Instructional Process
Video Demonstration
Conducting a Needs Assessment

V. Interim Task Assignment

VI. Evaluation, Wrap-Up

1 / 5
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PERSON SEARCH
PART 2

I. Planned a party within the last six months.

2. Has a student who rarely comes to class.

3. Found out that a student enjoys reading maps and charts.

4. Took your car into the auto repair shop recently for a 50,000 mile
servicing.

5. Recommended a tutor for a student.

6. Developed a set of learning objectives based on a student's needs.
7 Recognized that a student has difficulty understanding verbal directions.
8. Planned a family trip.

9. Had difficulty understanding a student's handwriting.

10. Wears eyeglasses.

11. Participated in a market research survey.

12. Spoke privately with a student about his or her learning needs.
13 Received a letter/interim report from one of your children's teachers.
14 Have identified a specific area in which you could individually work

with a student.

15 Had a parent/teacher conference.

16 Took cooking lessons.

17 Discovered that a student prefers to work in a group rather than
independently.

18. Is on a diet.

19. Has a student who is a carpenter.

20. Returned to school as an adult.

11G
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INTERIM TASK ASSIGNMENT REVIEW
PART I

In Session One we identified four factors adult educators need to consider when assessing
student learning needs.

Goals and Interests

Learning Strengths

Learning Difficulties

Accommodadon Strategies

With a partner, discuss the questions below and write your answers in the space provided.

1. Why is knowing about a student's goals and interests important?

2. How can you determine learning strengths?

3. What kinds of accommodations might students with learning difficulties use?

4. What are the implications of learning strengths and accommodations for instruction
for adults with learning difficulties?
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INTERIM TASK ASSIGNMENT REVIEW
PART II

I. Using the completed Interim Task Assignment packet (H-16a-c) your group will discuss
the following questions:

1. What did you find out about your student's strengths (or at least what they like to
do and feel comfortable doing)?

2. If you observed any accommodation strategies, please note them and discuss their
implications for instruction.

3. What were the student's attitudes and reactions toward learning?

4. Discuss problems encountered with the use of the informal interview to determine
learning strengths. Brainstorm possible solutions.

II. After all members of your group have finished Part I, choose one student to profile.
Briefly describe student's goals and interests, patterns of strengthsand learning difficulties
and any accommodation strategies that they may be using. Have a volunteer from the
group record this information on T-L for presentation to the entire group.

Be prepared to discuss possible patterns of strengths and their implications for instruction.
Suggest other information that would be useful and methods that might be used to obtain
this information.

S

LEARNING DISABI1.I77ES: LEARNER-CENTERED APPROA.CHES H-22



PLANNING FOR LEARNING
(Version 1)

STUDENT

Fthe
ietting to Know

Student

Needs Assessment

identification of goals
idenellostion of kistructional needs
identification of learntrig strengths
Prioritized needs and goals
idantillostion of support needs

Monitoring

Appropriateness of objective and
implementation
Student feedbadc to teacher
Teacher feedbadc to student
Effectiveness of instruction and support
Development and selection of new
strategies

Objectives

Talc; to be performed; conditions under
which teaks will be performed
Desired oulcomes
Measures for success

Learning Activities end
Student Support

Matching strengths
instructional strategies (individual and
collaborative)
Modifying materials
Developing support systems

1 1 9
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PLANNING FOR LFARNING
(Version 2)

Monitoring

Needs Assessment

Targeting
Difficulties

Objectives

Learning Activities
and

Student Support

120
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PLANNING FOR LEARNING
(Version 3)

INeeds Assessment I

Monitoring

Lec...far.2 ActMties
and

Student Support

1 21

Objectives

es
Extern-a)

Resourc
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PLANNING FOR LEARNING
(Version 4)

Needs Assessment

Monttottng Objecttves
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VIDEO FOCUS CHART

GOALS

LEARNING STRENGTHS

LEARNING STYLE

NEEDS

23
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NEEDS ASSESSMENT MODEL
A Student-Centered Approach

This model is designed to provide teachers with a student-centered approach to determining
learner needs. Both student and teacher observations about what the learner needs are
important to this process. At this point, the focus is not on what can be done but on what
should be done from the perspective of the learner.

Adult educators work in a variety of environments. Your approach to the needs assessment
(as well as planning and monitoring tasks) may vary with: (a) the number of students you
work with, (b) the amount of time you have to devote to planning, and (c) the culture and
unique nature of your program and of each student. While face-to-face dialogue is
preferable, some teachers may have to develop alternative mechanisms for engaging students.
Alternatives may include:

Surveys that provide students with an opportunity to defme their needs combined
with an opportunity for students to confirm a draft needs assessment as both
addressing their goals and making sense to them, or

Working with groups of students in a manner that combines written surveys with
dialogue among students and between students and the teacher.

Whatever method you choose, make sure that the learners define their needs, shape the
program, and confirm your conclusions. In addition, make sure that you are listening
carefully for the learners' perceptions of what they need.

Before beginning the assessment, try to make the student as comfortable as possible. Lead
into the assessment through more casual conversation. Meeting over coffee can also defuse
some anxiety.

The student and the teacher collaborate on answering the following questions:

1. What are the student's goals? Where will those goals be used and tested out?
(Possible probe: What do you, the student, hope to get out of the program [e.g., speak English, get a
better job working with computers]?)

1 r)4
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2. What are the student's learning strengths?
(Possible probe: What were your favorite subjects in school? Why?)

3. What Ls the student's learning style?
(Possible probes: How do you prefer to study? Work things out? Work on things?)

4. What are the student's needs?
(Possible probes: What things make it difficult for you to study or learn material? What things make
it easier?)

5. Based on steps one through four, what skills, information, and experience does the student
need to achieve his/her goals?
(Possible probes: What can you do to help achieve your goals? Be as specific as possible. [i.e., study
three hours a week, advocate for myself by letting teacher and others know what I need to learn]; What
can I do to help you achieve your goals? Please be as specific as you can. [i.e., tutoring, provide more
visuals aids, tape record/video tape classes].

NOTE: H-16a-c (Session One Interim Task) provides valuable information for implementing
this student-centered model of assessing learner needs.

f).-; 5
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ACTIVITY: NEEDS ASSESSMENT MODEL
A Student-Centered Approach

I. What are the student's goals? Where will those goals be used and tested out?

2. What are the student's learning strengths?

3. What is the student's learning style?

4. What are the student's needs?

5. Based on steps one through four, what skills, information, and experiences does the student
need to achieve his/her goals?

..#
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INTERIM TASK ASSIGNMENT
(To be Completed for Session Three)

During the period between Sessions Two and Three, you will work with the same student
you interviewed for the first Interim Task.

The purposes of the Interim Task are threefold:

To find out more about your student's learning strengths and needs through additional
discussion with the student and through your observation of the student in class (and, if
at all possible, outside the classroom setting).

To work with your student to address one goal that you both would like to see the
student make progress on.

To try out an adaptive strategy with the student that: (1) works off the students'
strengths, (2) addresses the student's goal, (3) adjusts for the student's learning
difficulties, and (4) makes sense to the student given his or her context. For example,
if the student learns better visually, teach visually; if he or she learns better through an
auditory or tactile-kinesthetic approach, teach to those strengths. If the student seems
to have difficulties in these areas, use adaptive strategies (e.g., if she or he has difficulty
focusing on lines, let the student read with a ruler; if a student has difficulty writing with
a pen or pencil, have that individual compose on a computer; if there is a problem with
spelling, show the student how to use spell check on the computer).

You should aim to be a flexible, adaptive teacher and to reflectively modify your teaching
through your interaction with your student. The assignmentcan be completed without your using
any 'specialized tools. It is important to utilize the information you collected after Session One
to inform your time with the student for this assignment. To assist you, we have prepared
a focus chart for you to record relevant information from your interactions with your student.

Bring the entire Interim Task Assignment packet with you to Session Three.

? 7
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INTERIM TASK ASSIGNMENT TWO
PLANNING GUIDE

STUDENT GOALS:

LEARNING STRENGTHS TO BUILD ON:

1/4

PROBLEMS TO ADDRESS:

MODIFICATIONS YOU INTEND TO MAKE WITH STUDENT:

LIKELY SHORT-TERM OUTCOMES:

INDICATORS OF CHANGE:
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TEACHING ADULTS WITH
LEARNING DISABILITIES

TOOLKIT

GENERAL Poins

Be learner centered.

Monitor progress regularly.

Focus on strengths.

Build opportunities for active learning.

Involve families wherever possible and appropriate.

Be positive, encouraging, and respectful.

Employ a customized mix of instructional tools that work for particular learners.

PLANNING AND GOAL SETTING

Enable learners to reflect on the nature of their needs and strengths, as well as on how
their needs and strengths affect their life and learning.

Collaborate with learners. Build on their strengths and create adaptive strategies
based on individual needs.

Collaboratively establish expectations: teacher/learner, learner/teacher, learner/self.

Connect objectives and methods to the learner's personal and academic goals.

Develop a short-term plan together, and meet frequently to monitor progress.

When a new facet of a learner's functioning becomes apparent, discuss it openly and
plainly with the learner.

BUILDING SELF-CONFIDENCE AND SELF-ESTEEM

Capitalize on the learner's strengths. (For example, if the leamec has strong listening
skills, present material orally.) Teaching to strengths helps learners accommodate to
weaker areas.

Expect progress and success, but don't place unrealistic expectations on yourself or
your learners. Learning new ways to teach and to learn takes time.
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Provide opportunities for success every day through positive learning experiences and
exercises learners can do.

Develop learner self-knowledge regarding: (1) their needs and strengths and (2) how
they think and accommodate.

Reframe errors as opportunities to learn.

Support and build in opportunities for the learner to make choices and shape the learning
situation.

Pay careful attention to self-concept enhancement when working with adults with
learning disabilities.

Look for opportunities to praise.

Establish a warm and friendly atmosphere appropriate for adult learning.

Respect confidentiality.

Teach anxiety and stress management techniques.

Develop learner support groups.

Be a sensitive teacher who treats learners with respect and dignity.

INSTRUCTIONAL TECHNIQUES

General

Break down tasks into small chunks and present them in a paced, sequential manner.
Make lists and prioritize items.

Use a variety of short assignments.

Provide structure and orderliness. Avoid unrelated comments and excessive talk about
other topics. Changing from one subject to another and back again is distracting to some
learners. A slow transition from one idea to another can be necessary, and automatic
transition should not be assumed.

Provide closure and logical transitions when moving from one skill or task to another.
Provide frequent feedback.

Capitalize on the learner's strengths and teach to them (e.g., use visual modalities with
visual learners).

Use as many modalities (sight, touch, speech, hearing) as possible when presenting
material. Making information available through different senses helps learners become
active learners who use their strongest channels to get information.

Employ active learning techniques.

Connect learning to the learner context as often as possible. This can make abstract
concepts more understandable.

1

Teach new ideas and concepts in as concrete a way as possible. It is often easier for
adults with learning disabilities to learn the theory after its practical application.

1 3 II
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I-Llp the learner visualize material in order to better understand what is being presented.
(Visual aids can include overhead projectors, slides, films, chalkboards, flip charts,
computer graphics, illustrations, and graphic organizers for reading.)

Use color whenever possible. Visual impact is sharper in color, and color coding can
be an aid to learning.

Provide opportunities for touching and handling materials that relate to ideas presented.
This can strengthen learning.

Provide opportunities for preview, rehearsal, repetition, review, and overlearning.

Give simple, concise directions. Many learners benefit from directions which are broken
down into steps, with one step presented at a time.

Make announcements of changes in the schedule, assignments, or upcoming examinations
both orally and in written form.

For some learners, it may be useful for the instructor to speak at an even speed.

Emphasize and announce important points. If there is more than one point, you might
say, "The first point is. . . .", and "The secoEd point is. . . .", etc. Points could be
emphasized in writing as well.

Make frequent eye contact, if it is culturally appropriate. When appropriate, this helps
to maintain attention and encourages participation.

Encourage learners who need to sit in the front of the room where they will be able to
hear and see well.

Provide learners with an environment as free from distractions as possible.

Provide study carrels or other areas of quiet for learners who may need privacy and some
degree of freedom from distraction.

Create safe and engaging ways to practice and adopt skills.

Be sensitive to the fact that some learners are very self-conscious about talking in front
of groups. Ask these learners questions with short answers, and try not to interrupt the
learner once he/she has begun to respond.

Reading Techniques

Provide reading instruction that is imaginative and engaging. Aim at developing
independent, fluent readers who are confident in their decoding skills and who will be able
to comprehend written information and texts at home, work, and in the community. While
reading instruction should be individualized, it need not be delivered as one-to-one
instruction. (When the teacher-student ratio is high, group work can provide more
opportunities for teacher-directed instruction.) Focus teaching and coaching on four goals:
(1) decoding, (2) vocabulary, comprehension, and fluency, (3) reading strategy, and (4)
writing.

Remember that the important skill is creating meaning from print and that different
approaches (e.g., phonics, whole language) work for different students.
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Use engaging materials (e.g., article on issue that is important to the learner, plays, job-
related materials).

Use collaborative efforts (which may include the teacher reading out loud) to create
understanding and meaning if the learner cannot read the entire text.

Use a directed-reading approach for all assignments involving reading (across all content
areas). Review any new vocabulary. Establish a purpose for reading, and provide a
focus in order to enhance attention and understanding.

Focus on words that have a great deal of meaning to the learner or that are in the
learner's daily environment.

Build vocabulary and speech sound discrimination through semantic maps, phonics
identification, conversation, word games, tongue twisters, etc.

Employ strategies using the whole language approach (e.g., ask the learner to describe
in detail a job he/she has held. Write down exactly what the learner says and use it as
a reading exercise for sequencing).

In order to teach left to right orientation for reading and to correct a tendency towards
word reversals, have the :earner draw a line under each column in a newspaper article.
This is an eye training exercise, and can be used to improve reading speed as well.

If the learner cannot track well, encourage him/her to use a finger or a ruler to guide
his/her eyes.

If the learner confuses letters, focus in on the confusion. For example, have learners
circle each "b" in a row of a piece of reading material as quickly as possible. This can
be used for b/d confusion, as well as m/n, was/saw, etc. If you do this, focus on only
one pair in a session.

Read an article to the learner while the learner follows along. Discuss what was read by
having the learner paraphrase or answer various questions. Ask factual questions before
inferential and predictive questions.

Adapt informational materials to the learner's reading level so content can be learned
while reading skills are being practiced.

If decoding is a problem, work on word parts, reverse word attack, or word comparisons.
The teacher may want to start with words in the learner's environment since environment
provides repetition.

If learners have problems with abstract concepts, teach them to visualize what they are
reading.

If omprehension is a problem, have learners collect words and then learn to use them.
(Dictionaries, which can be difficult to use, should be used with caution.)
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Math Techniques

Focus m...th instruction on the use of math :matics in everyday life (e.g., solving problems
at home, using math at work, estimating prices in stores). A functional approach may
accommodate for poor math facts while teaching basic concepts. Lessons can emphasize the
pracucal applications of math concepts and a mathematical ...2proach to problem solving.

Employ calculators to enable learners to focus on concepts and problem solving.

Use manipulatives, concrete models, diagrams, maps, graphs, and so forth, whenever
possible to make abstract ideas seem more concrete. Have learners create these aids
whenever possible.

Break each math concept down into a series of steps. Work through every problem in
stages.

Use problems that learners will use in their lives.

Encourage learners to make predictions about the outcome .of problems.

Teach learner- to make estimates by rounding off numbers.

Use graph paper to accommodate dysgraphia (severe handwriting difficulties).

GROUP LEARNING SITUATIONS

Group learning and discussion is a valuable tool for adults with learning disabilities.
Research indicates that many adults with learMng disabilities rate their peers as being the
people most helpful to them.

Help learners to get in touch with other adults with learning disabilities, obtain a speaker,
etc.

Discuss the process of learning with learning groups: how it feels, what works, what
dbesn't, and why.

Use groups as support groups, collaborative groups, problem-solving groups, and learning
communities.

Encourage the initiation of self-help groups. Evidence supports the benefits of being in
a support group of adults with learning disabilities. Learners can share frustrations, learn
coping strategies, ease the feeling of being alone, overcome personal problems, share
successes, and learn from others, and possibly plan outings together.

STUDY SKILLS/LEARNING HOW TO LEARN

Summarize presentations and readings and provide opportunities to rehearse activities.
This will assist adults with learning disabilities who have difficulty bringing things to
closure.

Teach useful study skills like listening, time management, test taking, materials
organization, and so forth.

Teach memory techniques such as mnemonics.

33
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organization of materials such as chunking and clustering.

Help learners learn to skim and survey by looking for clues in boldface type, underlined
and italicized words, lists, and so forth.

Openly discuss learning strategies with the learner. Learning how to learn is an
important part of the process.

Help learners learn how to break tasks down into manageable chunks.

Encourage learners to seek help in the learning process. Notetakers, tutors, tape
recorders, computers, and other people and instruments can be very helpful in
capitalizing on strengths.

SOCIAL SKILLS TECHNIQUES

When learners raise personal problems, help them reflect on what they can learn from
the experience, and to recognize their ability to have control of the situation.

If the learner feels left out of a group situation, help him/her to evaluate why this is and
how to solve the problem.

Teach strategies for accepting and giving creative criticism.

EQUIPMENT

Employ word processors to address dysgraphia or the need to visualize letters each time
one writes.

Employ spell checkers to address spelling problems.

Employ tape recorders to accommodate for writing problems.

Employ calculators and spreadsheets to facilitate computation.

Employ computers for planning.

Choose computer programs that are user-friendly.

CAUTIONS

Be very careful not to mistake language and/or cultural differences for signs of a learning
disability.

Adapt all strategies to the personal, linguistic, and cultural needs and background of the
learner. Some strategies are appropriate for some learners; others are not. Be aware of
who you are teaching.

Many of these strategies are simply good teaching strategies, and can be used with many
populations.

In the area of teaching social skills, be especially aware of possible cultural differences
between the teacher and the learner.
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SESSION TWO EVALUATION
LEA 1:° VING DISABILITIES: LEARNER-CENTERED APPROACHES

Date Location of Training

Presenter

Name of Adult Education Program

Geographic Setting (check one): 0 urban 0 suburban 0 rural

Your Position (check all that apply):

0 ABE Teacher 0 ESL Teacher 0 Other (please specify):

0 ABE Volunteer Instructor 0 ESL Volunteer Instructor

Number of years experience in this position

Number of years of other adult education teaching experience

Certification in elementary/secondary education 0 Yes 0 No

Education Background Field

For each of the following questions, please circle the number that best expresses your reaction.

Presentation

1. The length of time for the workshop was

(too short) 1 2 3 4 5 (too long)

2. The small group activities were

(not useful) 1 2 3 4 5 (very useful)

3. The ideas and activities presented were

,
(dull) 1 2 3 4. 5 (very interesting)

4. The mix of activities used to present the material was

(not useful) 1 2 3 4 5 (very useful)

5. The extent to which the workshop covered the topics was

(inadequate) 1 2 3 4 5 (very adequate)

THE ADULT LEARNER 11-28-a



General Comments About Presentation:

Content of Training

I. The key concepts and information presented in the workshop were

(not useful) 1 2 3 4 5 (very useful)

2. The purposes and objectives of the instructional packet were

(vague) 1 2 3 4 5 (very clear)

3. The objectives of the instructional packet were met

(not at all) 1 2 3 4 5 (completely)

4. The content of the training will be

(not useful) 1 2 3 4 5 (very useful)

5. The theory and information presented were

(insufficient) 1 2 3 4 5 (sufficient)

General Comments About Training Content:

13'
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Materials

1. How appropriate was the content of the

a. printed materials

(inappropriate) 1 2 3

b. overhead transparencies

4 3 (appropriate)

(inappropriate) 1 2 3 4 5 (appropriate)

2. The technical quality of the printed materials was

(poor) 1 2 3 4 5 (excellent)

3. The technical quality of the overheads was

(poor) 1 2 3 4 5 (excellent)

4. The materials presented can be adapted to my own learning environment

(not at all) 1 2 3 4 5 (very easily)

General Comments About Materials:

Overall Comments

1. What were the strongest features of this workshop? Please be specific.
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2. What do you think were the weakest features of this workshop?

3. What suggestions do you have for improving this training?

4. Which techniques, ideas, or activities will you apply in your own classroom?
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HANDOUTS

SESSION THREE
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REMINDER!

Session Three of the Workshop on

LEARNING DISABILITIES:
LEARNER-CENTERED APPROACHES

Date: Time:

Location:

Please remember to bring the following:

1. Completed Home-Task Worksheets

2. Materials from Sessions One and Two

Please complete and return this portion to:

LI Yes, I will attend Session Two of the workshop on Learning Disabilities: Learner-Centered
Approaches.

Name: Telephone. ( )

Job Title.

Address.

(City)

141

(State) (Zip)
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LEARNING DISABILITIES
SESSION THREE

AGENDA

OBJECTIVES: By the end of Session Three, participants will be able to:

1) Discuss and analyze the distinctions between learning differences, learning
problems or difficulties, and learning disabilities;

2) Identify learner mengths, learning styles, and needs;

3) Involve students in the identification of their own learning strengths and
possible barriers to learning;

4) Reflectively modify their approaches so that they can more effectively
work with students who have learning differences, learning difficulties, and
learning disabilities; and

5) Make referrals when necessary and in a sensitive and appropriate manner
(e.g., for students with profound learning disabilities and students who
could benefit from other services).

AGENDA: I. Introductions/Workshop Overview

II. The Reflective Practitioner: Teacher Research and Collaboration

III. Review of Session Two and Interim Task

BREAK

IV. Planning for Learning
Targeting Areas of Need
Developing a Learning Plan

V. Developing a Monitoring Plan and Strategy

VI. Accessing and Using Resources
Potential Resources
Accommodations

VII. How Do You Make It Happen?

VIII. Reflection on Workshop Processes

IX. Evaluation and Wrap-Up

I4 n
'4 4
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PERSON SEARCH
PART 3

1. Referred a student to a vocational rehabilitation counselor.

2 Worked with another teacher in planning a lesson for students.

3 Mentored or coached another teacher.

4 Was mentored or coached by another teacher.

5. Changed doctors within the last year.

6. Experimented with a new recipe.

7. Held individual conferences with students.

8. Tried out a new instructional strategy.

9. Provided students with a list of child care agencies in the community.

10. Requested a professional screening for a student.

11 Kept an anecdotal record of students in the class.

12 Developed a profile description of an ABE or ESL student.

13. Modified a teaching approach based on student feedback.

14. Agreed to listen to my child's "music."

15. Took up a new hobby.

16. Engaged in team teaching with another teacher in my program.

17. Had a great insight about learning or teaching.

18. Worked with a professional who really impressed me.

19. Participated in a scavenger hunt before this workshop.

20. Participated in a planning process.

1 4 3
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REFLECTIVE TEACHING

,1101111111111a

Reflective practitioners: (1) think about what they are doing while
they are doing it and (2) adapt their approaches to the needs of the
situation. Reflective teachers do not use a cookbook approach to their
work or treat all learners in the same way. Instead, they evaluate,
select, adapt, and monitor their approaches.

For Discussion:

Think of a reflective and unreflective practitioner that you have worked with
or observed (e.g., a cook or chef, a mechanic or plumber, a doctor or nurse, a
teacher or tutor). Describe the characteristics of a reflective practitioner. What
does this look like in the case of your work?
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THE TEACHER AS RESEARCHER

1.1111======11111111111,

Teachers perform a form of research (investigation) when they
observe, compare, contrast, and reflect on what happens in the
classroom. Their research enables them to evaluate, select, adapt, and
monitor their teaching. These investigations are necessary tools for the
reflective practitioner.

Reflective teachers and tutors evaluate and monitor their approaches to
their work. This involves making observations (watching what is
happening), synthesizing data (sorting your observations), formulating
preliminary hypotheses (maldng hunches), analyzing hypotheses
(evaluating your hunches), and refining approaches.

For Discussion:

Think of a case in which you have practiced the above regarding your work
with a student and describe it to your partner. (If you never have, think about what
factors have prevented you from doing so and what could be done to change them.
Share these observations with your partner.)
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COLLABORATIVE RESEARCH

Collaborative research in adult education builds upon the teacher as
researcher. The research teams can come together in many forms: (a)
university-based researchers and teachers, (b) teachers and their
students, (c) teachers with other teachers, or (d) students with other
students. In each case the participdnts collaboratively design,
implement, and evaluate research. Collaborative research can
contribute to staff development. (Susan Lytle and her colleagues call it
"inquiry-based staff development.") Collaborative research can also be
adapted to address the needs of students who learn differently.
Students and teachers can work together to design, implement, and
reflect on their findings. Their investigations expand the ability of
teachers to evaluate, select, adapt, and monitor their approaches.

For Discussion:

Reflective, learner-centered teachers work with students to evaluate, select,
adapt, and monitor the use of appropriate tools for instruction. Explore with your
partner how you can collaborate with your students to evaluate, select, adapt, and
monitor your approaches. One partner should explore the question from the
perspective of the teacher or tutor. The other partner should explore the issue from
the perspective of a student.

14C
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REVIEW OF INTERIM TASK ASSIGNMENT TWO

The purpose of this review is for you to reflect on the strategies you tried out with your
student(s) what worked, what didn't and to generate as a group ways to adapt your
instruction.

(1) Was your goal realistic?

(2) How did focusing on the learner's strengths affect your choice of strategies?

(3) What problems seem to recur among group members?

(4) How did input from the student affect your approach?

(5) What possible improvements or changes do you foresee in the future for the student, your
class, or your own teaching in general?
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TARGETING TOOL

Potential
Problem Areas

Difficulties

Visual Auditory Tactile! Social/Organizationa Emotional

Input

Integration

Output
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- INPUT, INTEGRATION, AND
OUTPUT OF INFORMATION

INPUT INTEGRATION OUTPUT

INPUT Seeing
Hearing

Touching
Smelling
Tasting

Involves reading
Listening to discussion, lectures, tapes

Hands-on experiences, observing

INTEGRATION Sequencing

Abstracting

Organizing

Memory

Organizing information into an order that
makes sense, spelling

Inferring meaning from words or
recognition

Relating new information to previously
learned information

Retaining information while attending
and concentrating on it from a few
minutes to more than 24 hours

OUTPUT Speaking

Writing

Gestures/
Facial
Expressions

Involves giving oral reports, participating
in discussion

Writing reports/exams

Understanding social cues/body language

1 (Irk)
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Goal Learner
Strengths

Learning
Difficulties Objective Plan to Achieve

Objective Monitoring
Indicators of

Achieving
Objective

Passing the GED. Visual & auditory
learner.
Attentive to
environment,
Highly motivated,

Poor vocabulary.
Poor memory.

Increase
vocabulary,

Focus vocabulary
building measures
on words that
learner sees
repeatedly at
home, in
community, at
work (e.g., stop,
exit, milk).

Have student read
words and explain
meaning.
Ask student if
plan is working.

Increased abilit
to read and
understand wor)
as evidenced in
reading work li .

and texts.

/



NEEDS. GOALS. .`ND OBJECTIVES

Route #3

\Objective

Route #2

Objective

Route #1

Ebjective

Objective

Adapted from Burkhart, P. and Reuss, S. (1993), Successful Strategic Plannina.
Newbury Park, CA: Sage.
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RESOURCES ON ADULTS WITH
LEARNING DISABILITIES

BOOKS AND MATERIALS

There is a good deal of published material that addresses the needs of adults with learning
disabilities. Many of these are referenced in the supplementary readings.

CLEARINGHOUSES

A number of organizations disseminate information that includes materials on adults with
learning differences and disabilities. Such clearinghouses include the National Clearinghouse on
Postsecondary Education for Individuals with Disabilities, and the U.S. Department of
Education's Clearinghouse on Adult Education of the Office of Adult and Vocational Education,
and the Clearinghouse on Disability Information of the Office of Special Education and
Rehabilitative Services.

ORGANIZATIONS

A number of organizations address the needs of adults who learn differently and adults
with learning disabilities. These include the Learning Disabilities Association of America, the
National Association of Adults with Special Learning Needs, and the Orton Dyslexia Society.
Some may have branches or members in your community. Others may be located at the state
capitol.

SPECIALISTS AND PROGRAMS

There are many reputable specialists and programs that work with adults with learning
disabilities. You may want to contact some of the organizations listed above for referrals.

ASSESSMENTS

Many organizations have the capacity to provide competent identification of learning
disabilities and their assessment. For a useful overview of this area see "Adults with Learning
Disabilities: How to get an appropriate assessment of the problem." A copy of this is in your
supplement.

LAWS

Three Federal laws mandate accommodating or addressing the needs of adults with
disabilities including those with .learning disabilities: The Vocational Rehabilitation Act of
1973, Section 504 of the Rehabilitation Act of 1973, and the Americans with Disabilities Act
(ADA).

The Vocational Rehabilitation Act established criteria for identifying clients with
disabilities. Adult education programs can refer students to local vocational rehabilitation
officers, which may be able to fund assessment or special tutoring.

Both Section 504 (which forbids discrimination on the basis of disability in federally-
funded programs) and the ADA have been used to call for accommodations. Testing
accommodations are a good example that may be of importance to your students. See Testing
Accommodations for Persons with Disabilities.

1 5
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SESSION THREE EVALUATION
LEARNING DISABILITIES: LEARNER-CENTERED APPROACHES

Date Location of Training

Presenter

Name of Adult Education Program

Geographic Setting (check one): 0 urban 0 suburban 0 rural

Your Position (check all that apply):

0 ABE Teacher 0 ESL Teacher 0 Other (please specify).

0 ABE Volunteer Instructor 0 ESL Volunteer Instnictor

Number of years experience in this position

Number of years of other adult education teaching experience

Certification in elementary/secondary education

Education Background Field

0 Yes 0 No

For each of the following questions, please circle the number that best expresses your reaction.

Presentation

1. The length of time for the workshop was

(too short) 1 2 3 4 5 (too long)

2. The small group activities were

(not useful) 1 2 3 4 5 (very useful)

3. The ideas and activities presented *ere

(dull) 1 2 3 4 5 (very interesting)

4. The mix of activities used to present the material was

(not useful) 1 2 3 4 5 (very useful)

5. The extent to which the workshop covered the topics was

(inadequate) 1 2 3 4 5 .(very adequate)

THE ADULT LEARNER
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General Comments Avout Presentation:

Content of Training

1.

2.

The key concepts and information presented in the workshop were

(not useful) 1 2 3 4 5 (very useful)

The purposes and objectives of the instructional packet were

(vague) 1 2 3 4 5 (very clear)

3. The objectives of the instmctional packet were met

(not at all) 1 2 3 4 5 (completely)

4. The content of the training will be

(not useful) 1 2 3 4 5 (very useful)

5. The theory and information presented were

(insufficient) 1 2 3 4 5 (sufficient)

General Comments About Training Content:
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Materials

1. How appropriate was the content of the

a. primed materials

(inappropriate) I 2 3

b. overhead transparencies

4 5 (appropriate)

(inappropriate) 1 2 3 4 5 (appropriate)

2. The technical quality of the printed materials was

(poor) 1 2 3 4 5 (excellent)

3. The technical quality of the overheads was

(poor) 1 2 3 4 5 (excellent)

4. The materials presented can be adapted to my own learning environment

(not at all) 1 2 3 4 5 (very easily)

General Comments About Materials:

Overall Comments

1. What were the strongest features of this workshop? Please be specific.

1 5 S

LEARNING DISABILITIES: LEARNER-CENTERED APPROACHES H-41-c



2. What do you think were the weakest features of this workshop?

3. What suggestions do you have for improving this training?

4. Which techniques, ideas, or activities will you apply in your own classroom?

150
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TRANSPARENCY MASTERS
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TRANSPARENCIES

SESSION ONE
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LEARNING DISABILITIES
SESSION ONE

.AGENDA

OBJECTIVES: By the end of these workshops, participants will be able to:

1) Discuss and analyze the distinctions between learning
differences, learning problems or difficulties, and learning
disabilities;

2) Identify learner strengths, learning styles, and needs;

3) Involve students in the identification of their own learning
strengths and possible barriers to learning;

4) Reflectively modify their approaches so that they can more
effectively work with students who have learning differences,
learning difficulties, and learning disabilities; and

5) Make referrals when necessary and in a sensitive and
appropriate manner (e.g., for students with profound learning
disabilities and students who could benefit from other services).

AGENDA: I. Introduction, Objectives, Agenda Review

II. Adults First and Last

III. What Is and What Is Not a Learning Disability

BREAK

IV. Attitudes, Barriers, and Accommodation

V. Practice/Application: Scenario Looking at the Whole
Person

VI. Interim Task Assignment

VIII. Wrap-Up and Evaluation

1 6
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ADULTS FIRST AND LAST

M
0
T
I
V
A
T
I
0
N

Who or what motivates adults to seek further education?

G
0
A
L
S

What are some educational goals adults have?

A
T
T
I
T
U
D
E

What attitudes do adults bring toward learning?

.

A
B
I
L
I
T
Y

T
0
L
E
A
R
N

What strengths do adults bring to learning?

S
0
C
I
A
L

C
t3
L
T
U
R
A
L

C
0
N
T
E
X
T

What social and cultural factors affect learning?

,

.

L
E
A
R
N
I
N
G

E
N
V
I
R
0
N
M
E
N
T

What types of teaching approaches work best with adults?
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VISUALIZING LEARNING DIFFERENCES,
LEARNING DIFFICULTIES, AND

LEARNING DISABILITIES

1 4
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CONTINUUM OF LEARNING DlIkERENCES AND DIFFICULTIES

Differences;

Learning
.44(

Difficulties

Learning Disabi
44(

lities

Moderate Severe
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DEFINING LEARNING DISABILITIES

Learning disabilities is a general term that refers to a heterogeneous group of
disorders manifested by significant difficulties in the acquisition and use of
listening, speaking, reading, writing, reasoning or mathematical abilities. These
disorders are intrinsic to the individual, presumed to be due to central nervous
system dysfunction, and may occur across the life span. Problems in self-
regulatory behaviors, social perception, and social interaction may exist with
learning disabilities but do not by themselves constitute a learning disability.
Although learning disabilities may occur concomitantly with other handicapping
conditions (e.g., sensory impairment, mental retardation, serious emotional
disturbance) or with extrinsic influences (such as cultural differences,
insufficient/inappropriate instruction), they are not the result of those conditions or
influences (National Joint Commission on Learning Disabilities definition, 1988).

COMPONENTS OF DEFINITION

1. Refers to many different (heterogeneous) learning problems.

2. Presumed to be a basic dysfunction in the central nervous
system.

3. May persist across the life span.

4. Occurs with varying degrees of severity.

5. Occurs across the intellectual range.

6. May impact several areas of adult life and functions.

1qC
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WHAT LEARNING DISABILITY IS NOT

I. It is not retardation.

2. It is not due to other disabilities.

3. It is not due to cultural or linguistic differences.
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MATRIX:
STUDENTS WITH LEARNING DIFFICULTIES

Has Learning
Disability

Does Not Have
Learning Disability

Student
Classification Status

Identified

Not Identified

i
1 6 8
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SCENARIO FOCUS QUESTIONS

PERSONAL/SOCIAL CONTEXT OF LEARNING:

LEARNING STRENGTHS:

ACCOMMODATION STRATEGIES:

f.3
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TRANSPARENCIES

SESSION TWO
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INTERIM TASK ASSIGNMENTS
(To Be Completed for Session Two)

During the period between Sessions One and Two, you will work with one
of your students to learn more about what they want out of the learning process,
their strengths, learning challenges that they have faced and how they have
accommodated for areas of weakness, their support system, and where they will
apply and refine the skills they develop while in your program.

This exercise has six goals. It will:

(1) Help you see beyond what often may seem to be a set of problems (or,
as some would say, "deficits").

(2) Help you focus (or remain focused) on the students' goals.

(3) Enable you to work with students to modify your approach to
instruction in a manner that addresses their strengths, goals, and
particular needs.

(4) Provide you with a sense of them as a whole person and enable you,
if necessary, to help the students identify and harness their own
strengths.

(5) Provide information that we will use in Sessions Two and Three.

(6) Provide you with an experience (and model) for new ways to work with
students in a learner-centered manner. (In order to assist you in this
work, we have prepared a discussion guide and series of discussion
questions, which you may use during your interview [H-41.)

Remember, returning to school is a heroic act for many learners
particularly for those who have learning disabilities. Adult learners are likely to
drop out again if they do not feel comfortable in the classroom environment and
if their goals and needs are not being met.

Bring the entire Interim Task Assignment packet with you to Session Two.

17 0
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LEARNING DISABILITIES
SESSION TWO

AGENDA

OBJECTIVES: By the end of these workshops, participants will be able to:

1) Discuss and analyze the distinctions between learning
differences, learning problems or difficulties, and learning
disabilities;

2) Identify learner strengths, learning styles, and needs;

3) Involve students in the identification of their own learning
strengths and possible barriers to learning;

4) Reflectively modify their approaches so that they can more
effectively work with students who have learning differences,
learning difficulties, and learning disabilities; and

5) Make referrals when necessary and in a sensitive and
appropriate manner (e.g., for students with profound learning
disabilities and students who could benefit from other services).

AGENDA: I. Introductions/Workshop Overview

II. Review of Session One

III. Review of Interim Task Assignment

BREAK

IV. Planning for Learning

V. Interim Task Assignment

VI. Evaluation/Wrap-Up
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INTERIM TASK ASSIGNMENT REVIEW
PART I

1. Why is knowing about a student's goals and interests important?

2. How can you determine learning .strengths?

3. What kinds of accommodations might students with learning
difficulties use?

4. What are the implications of learning strengths and accommodations
for instruction for adults with learning difficulties?
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STUDENT PROFILE

GOALS AND OBJECTIVES:

STRENGTHS:

LEARNING DISABILITLES:

IMPLICATIONS FOR INSTRUCTION:

ACCOMMODATION STRATEGIES:
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PLANNING FOR LEARNING
(Version 1)

STUDENT

Getting to Know
the Student

Needs Assessment

idendficalion of goals
identification ci instructional needs
kientificetion ci leamkig strengths
Prioritized needs and goals
identification of support needs

Monitoring

Appropriateness of objective and
impiementabon
Student feedback to teacher
Teacher feedback to student
Effectiveness of instruction and support
Development and selection of new
strategies

Objectives

Tasks to be performed; conditions under
which tasks MI bs performed
Desired outcomea
Measures for success

Learning Activities and
Student Support

Matching strengths
Instructional strategies (individual and
collaborative)
Modifying materials
Developing support systems

7,'";
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PLANNING FOR LEARNING
(Version 2)

Monitoring

Needs Assessment

Targeting
Difficulties

Objectives

Learning Activities
and

Student Support

176
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PLANNING FOR LEARNING
(Version 3)

r
Needs Assessment

L

Learning Mtivities
and

Student Support .

Objedives

177
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PLANNING FOR LEARNING
(Version 4)

r Needs Assessment

Objectives

Learning Activtties
and

Student Support

176

,
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--- VIDEO FOCUS CHART

GOALS

LEARNING STRENGTHS

LEARNING STYLE

NEEDS
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LEARNING DISABILITIES: LEARNER-CENTEREDAPPROACHES T-N



TRANSPARENCIES

SESSION THREE
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LEARNING DISABILITIES
SESSION THREE

AGENDA

OBJECTIVES: By the end of Session Three, participants will be able to:

1) Discuss and analyze the distinctions between learning
differences, learning problems or difficulties, and learning
disabilities;

2) Identify learner strengths, learning styles, and needs;

3) Involve students in the identification of their own learning
strengths and possible barriers to learning;

4) Reflectively modify their approaches so that they can more
effectively work with students who have learning differences,
learning difficulties, and learning disabilities; and

5) Make referrals when necessary and in a sensitive and
appropriate manner (e.g., for students with profound learning
disabilities and students who could benefit from other services).

AGENDA: I. Introduction/Workshop Overview

II. The Reflective Practitioner

III. Review of Session Two and Interim Task

BREAK

IV. Planning for Learning

V. Developing a Monitoring Plan and Strategy
VI. Accessing and Using Resources

VII. How Do You Make It Happen?

VIII. Reflections on Workshop Processes

IX. Evaluation and Wrap-Up

1 SI
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INTERIM TASK ASSIGNMENT TWO
PLANNING GUIDE

STUDENT GOALS:

LEARNING STRENGTHS TO BUILD ON:

PROBLEMS TO ADDRESS:

MODIFICATIONS YOU INTEND TO MAKE WITH STUDENT:

LIKELY SHORT-TERM OUTCOMES:

INDICATORS OF CHANGE:

152

LEARNING DISABILITIES: LEARNER-CENTERED APPROACHES T-P



TARGETING TOOL

, _

Difficulties
Potential

Problem Arms Visual Auditory Tactile/
Kinesthetic Organizational Social/

Emotional

Input

Integration

Output

1 c. 3
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- INPUT, INTEGRATION, AND
OUTPUT OF INFORMATION

INPUT -.4 INTEGRATION -.4 OUTPUT

INPUT Seeing
Hearing

Touching
Smelling
Tasting

Involves reading
Listening to discussion, lectures, tapes

Hands-on experiences, observing

INTEGRATION Sequencing

Abstracting

Organizing

Memory

Organizing information into an order that
makes sense, spelling

Inferring meaning from words or
recognition

Relating new information to previously
learned information

Retaining information while attending
and concentrating on it from a few
minutes to more than 24 hours

OUTPUT Speaking

Writing

Gestures/
Facial
Expressions

Involves giving oral reports, participating
in discussion

Writing reports/exams

Understanding social cues/body language

14
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NEEDS, GOALS, AM) OBJECTIVES

Adapted from Burkhart, P. and Reuss, S. (1993), Successful Strategic Planning.
Newbury Park, CA: Sage.
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REFLECTIONS ON WORKSHOP PROCESSES

Level of Comfort/Success with Material and Activities

Opportunity for Input

Opportunity for Social Learning

Variety

I

I

Experiences

,

Application
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PREFACE

The Center for Literacy Studies, The University of Tennessee, is a multi-disciplinary research center on adult literacy. Funded by grants from the
Tennessee Department of Adult and Community Education, The Universityof Tennessee and the Knoxville News Sentinel Company, the Center's goalis to conduct research which develops our understanding of adult literacy,its causes and effects on our society, and methods and approaches forliteracy education.

When the Center for Literacy Studies began its work late in 1988, we metwith literacy program coordinators and teachers in different parts ofTennessee to learn about their concerns and problems. We wanted to baseour research on key issues in adult literacy for the state of Tennessee.Wherever we wfmt we kept hearing about learning disabilities.Practitioners wanted answers to their questions: "How can we tell ifsomeone has learning disabilities?" "How can we diagnose specificproblems?" "Are there special methods for teaching learning disabledadults'?"

In response to these concerns, we asked Beth Bingman to review theliterature in the field, and to pull together approaches to diagnosis andteaching which easily could be applied by Tennessee programs. This is herreport. We have concluded that there are no easy answers to all thosequestions. There are no 'quick fix' solutions, no one method that meets theneeds of all. But learning disabled adults can and do learn to read. Theyand their tutors need to understand what their problems are, to take aflexible approach to teaching and learning, to be creative and to work hard.All of these are within the reach of every literacy program. We hope thisreport will help coordinators and tutors develop their own approaches tomeet the special needs of the learning disabled.

Our thanks Mallory Clarke and to Advisory Committee members AnneHablas, Margaret Bon and Jane Cody for commenting on a draft and toMike Lemonds for design and production.

Juliet Merrifield
Director, Center For Literacy Studies
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INTRODUCTION

Few issues are of more concern to literacy coordinators, or
cause more frustration to students and mtors than learning
disabilities. Why do some people have such a hard time leam-
ing to read? How can we tell if someone is dyslexic? How do
we teach these students? This report looks at these questions
and provides some tentative answers.

We look at working definitions of learning disabilities, and how
they affect reading. We discuss how learning disabilities can be
diagnosed, especially when professional testing is not avail-
able. Ard we review some useful ideas froma variety of sources
on teaching reading to learning elsabled adults. A Resources
section will enable anyone who wants to learn more to follow up
on the ideas presented here. And a series of Appendices contain
some concrete methods which have been found useful in other
programs.

WHAT ARE LEARNING DISABILITIES?

Many of you have taught in public schools and found that some
children learned much more easily than others. Some seemed
never to learn. And now you've found the same thing with
adults. What is going on? Probably several different things. A
few people may not have the time or motivation to work hard
enough. But these are probably very few, and their lack of
"motivation" may come from the difficulties they are having
with learning. Some may have vision or hearing problems.
These should be checked: can the person see clearly, can sihe
hear? Some people have no problem with decoding, but have
trouble with comprehension because they lack the background
knowledge to understand much of what they read. We need to
provide a lot of material that is familiar in language and content
to build their fluency and at the same time begin to build their
background information in all kinds of ways late reading,
videos and discussions.

2?7
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Then there are
learners who
clearly have the in-
telligence to read.
They may even
have learned to
read, but can't
spell"cat." These
are the learning
disabled.

Some learners have limited intelligence. They may be mildly or
moderately mentally handicapped. Their difficulty in learning
affects all areas and is evident in their conversation as well as in
their attempts to read. They may be great at phonics, and
therefore sound Mx good readers, but have little or no under-
standing of what they have read. Or their reading may be lim-
ited to survival words, words needed specifically for work, and

things like family names. They may notbecome readers of new
materials.

Then there are learners who clearly have the intelligence to read.
They know and understand a great deal. They have been in
school long enough tohave bad the opportunity to learn to read.
They may even have learned to read, but can't spell "cat." These
are the people we mean when we talk about lie learning
disabled.

Specific Learning Disabilities is a chronic condition ofpre-
sumed neurologkal origin which selectively inteiferes with the
development, integration, andl or demonstration of verbal andl
or non-verbal abilities. (ACLD Board of Directors)

Students with specific learning difficulties, commonly known as
dyslexia, are those who have some intetference in the basic
processes involved in using language, i.e., perceptual! motor!
linguistic processes. These difficuldes are independent of
school experience, social, economic, or emotional factors or
buelligence. (Adult Literacy and Basic Skills Unit Report)

These are two of many definitions of a condition which is usu-
ally called learning disability in this country and learning diffi-
culty in Britain. You are probably familiar with the definition
in P.L. 94-142 of learning disabled children whichcovers nearly
any school problem children may have which is not called
something else.

Historically, educators talked about "word blindness", linked
learning disabilities with hyperactivity, and assumed brain

2
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damage. More recently learning disabilities were assumed to be
the result of visual perceptual problems, were called dyslexia,
and were suspected any time someone made reversals of b and
d. This is still a common perception of the problem.

Some people believe that the idea of learning disabilities has
little scientific basis, but has been adopted by parents and teach-
ers as an acceptable way to explain school failure. Our view is
that learning disabilities are real, but the concept probably has
been abused.

For our purpose we will define learning disability as a problem
of people who have average (or above average) intelligence, but
who have specific difficulties with basic language learning
processes which affect their ability to acquire competence in
reading, spelling, and writing. When we are talking specifically
of reading we may also refer to dyslexia. While not discussed
in this paper it is important to remember that learning disabili-
ties can affect areas besides reading, including social skills.

HOW DO LEARNING DISABILITIES AFFECT
READING?

Probably a more important question than defmition is what does
it mean when someone has a learning disability? Often we
assume that the learning disabled see differently, that they
reverse letters, see backwards, etc. For a small proportion this
may be true; their problem involves visual perception.

Current research seems to indicate that learning disability is
primarily a language disorder, a problem with information proc-
essing. This approach views the mindas a computer with infor-
mation going in (sensory input), being processed (analyzed,
sorted, etc.), stored (in shortor long term memory), and in some
cases resulting in an output (speech, writing). Most learning
disabled people have problems with tasks in processing and
storage of information. They may not be able easily to produce
a verbal label. They see, for example, a picture of a train, they

2
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Most learning dis-
abled readers have
trouble with break-
ing words into sepa-
rate sounds.

understand it is a train, but they are slower than most people in
coming up with the word train.

These learners may have problems with memory, either short-
term memory for things like sequences of letters, or access to
long term memory. Breaking words into separate sounds (pho-
neme segmentation), is difficult for many learning disabled
readers. They may have difficulty in learning and remembering
the sounds of words, with phonics.

Most "normal" readers seem to start by learning sight words,
often in stories they aheady imow. But because it is difficult to
memorize very many words by sightalone, new readers begin
to use phonies and word patterns to decode words. They begin
to pay attention to beginnhig sounds, to "see" and "hear" the
difference between sick and stick. This process happens auto-
matically to some extent as readers try to decode words they
don't know, and as they want to write. Phonetics are even more
important in spelling.

Most learning disabled readers have trouble with breaking
words into separate sounds. So for these readers the phonetic
cues don't come easily. They have to learn them in a structured
sequential way. And even then the phonetic cues may never
work as well for them.

Fommately most dyslexic people do not have problems with the
meaninp of words or text and so at the next stage of reading they
can use context - semantic and syntactic cues - to decipher new
words. The phonics problem become less significant when we
recognize that reading is gaining meaning from print. Using a
combination of basic sight words, phonetic cues like initial
sounds and word patterns, and the meaning of the text, most
learning disabled adultscan learn to read. They will continue to
need special work on spelling and often in how to organize their
writing.

LEARNING DISABILMES: 'LEARNER-CENTERED
APPROACHES
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HOW IS A LEARNING DISABILITY DIAGNOSED?

Most literacy programs do not have access to a psychologit I to
give the battery of tests often used to "diagnosis" learning

disabilities. It probably doesn't matter. The most common
"symptom" for such a diagnosis is a significantdifference on the

verbal and performance sections of the Weschler intelligence
test. As a teacher you will can tell this difference when you have
a student who seems intelligent, who you expect will not have
trouble learning, and sihe does. You are seeing a difference
between expected and actual performance. Or you may notice
a pattern of difficulties lilce these:

** shows significant discrepancy between verbal and
written performance

** experiences persistent or severe problems with
spelling, even with "easy" words

** has difficulty getting ideas on paper
** loses place easily in a series or in reading
** fmds it difficult to memorize or remember facts,

new terminology, names, etc.
** may easily misread or miscopy
** Lay experience right-left confusions
** handwriting may be messy
** written work may not adequately express student's

understanding, ideas, or vocabulary
** has mit= problems with sentence structure,

punctuation, and organization of written work,
(not due to lack of experience)

** has trouble generalizing, or acquiring and applying
rules

** has difficulty seeing his/her errors
** does not seem to learn by "ordinary" teaching

methods
** may be described as a "quick forgetter"

It is important to remember that all of these difficulties can be
found in beginning adult readers. It is the persistence of these
symptoms over time that indicates learning disability.

231
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The student should
find that slhe is not
stupid or crav, but
is someone who
learns differently.

EduatimuiDiamail
The next step to take with a smdent who seems learning disabled
is for student and teacher to work together on an educational
diagnosis. They will explore how the student learns, their
strengths and weaknesses, why learning has been so difficult,
and the student's learning style. In this process, the student
should fmd that s/he is not stupid or crazy, but is someone who
learns differently. A diagnostic approach should enable the
student and teacher to establish an effective, individualized
program, and encourage independence and confidence in learn-
ing. There are different ways to approach this process, but it
should be done Egh the student. In the Resources section is the
STALD test, which is somewhat mechanical, but could be
useful (Montgomery, 1986.) The ALBSU program in England
uses the four-part diagnostic process outlined on the next page.

TEACHING READING TO A LEARNING
DISABLED STUDENT

Some general points to remember when working with learning
disabled adults:

** remember, the important skill is getting meaning
from print

** have student do a lot of reading, e.g., language
experience

** the material should be relevant, interesting, and
familiar

** be positive, build on students' strengths
** usuallyone-ori-rot tutoring is needed forat least some

individualized direct instruction on needed skills
** divide learning into small chunks
** provide many oppormnities for repetition, review

and over-learning
** pay ;mention to learning style (more about this later).

LEARNING DISABILITIES: LEARNER-CENTERED APPROACHES
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ALBSU (UK) EDUCATIONAL DIAGNOSIS

1. A LEARNING HISTORY - informal interview. Students tell what they
view as their significant problems and strengths, talk about learning to read,
family history, school experiences, and so on.

2. MISCUE ANALYSIS - looking at miscues (errors) in an oral reading pas-
sage. (See details in Appendix A.) Students with visual processing problems
may have difficulty recognizing blown words, may rely heavily on sounding
out words, will usually have poor comprehension. Students with auditory
processing problems may hut. ixouble decoding long or unfamiliar words,
but will use context to correct many errors, and will remember a great deal
of detail. Asking the student to re-tell the story, and questioning her/him
about significant details enables the teacher to check comprehension, mem-
ory and sequencing ability.

3. SPELLING ERROR ANALYSIS - a dictation of at least 20-25 words.
With the student the teacher analyzes errors into five categories:

a) logical phonetic alternatives which follow English spelling
conventions, hart for heart.

b) visual sequencing errors, dose for does.
c) rule-oriented errors which do not follow English spelling

conventions, stashun for station.
d) auditory perception errors, sounds missing or confused, natul for

natural. (This could also be the result of regional accents.)
e) motor integration errors, repeating or adding or telescoping parts of

words: ble beginining, rember.
Students with visual processing errors are more Moly to have a number of errors
in b) and c); students with auditory processing problems in d).

4. WRITING ANALYSIS, in a piece of free writing, look at handwriting, com-
positional skills and technical slcills. Does the studentuse standard punctuation
and capitalization? Can s/he organize his or her thoughts in a coherent way?
Does the writing make sense?

Sans: Adult Littncy and Buie Skills Uult, Izedcia
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Each learner is dir
ferent, has different
needs and different
problems.

When planning instruction for learning disabled adults there axe
three areas to. consider: direct instruction in the areas the stu-
dents has problems with, usually reading and spelling: learning
about learning or metacognition: learning style.

Direct Instruction

Although some claim to have it, there is no one way to teach
dyslexics to read. Each learner is different, has different needs
and different problems. If a method promises to be az way, be
careful!

phonics: For most people with learning disabilities a reading
program should include direct instruction on basic sight words,
some phonics, and a lot of reading to practice using context and
phonetic and word pattern cues. For many people the Laubach
program may be as effective as any. But it is important to be
flexible, not to worry too much about skills hie blends if the
student has a lot of difficuky with them. The important skill is
reading in context, so while some practice on sight words, or
'word attack sldlls' (consonants, prefixes and suffixes) is use-
ful, it should not take up much of the reading session or become
frustrating.

Some severely disabled readers will need a multi-sensory ap-
proach to get started with sound and sight words. Seeing, hear-
ing, saying, and tracing words may be necessary. Laubach does
this to a certain extent, but additional work may be needed. The
outline of the Fernald method in Appendix B may help.

Language everience; It is important to include a lot of addi-
tional reading which is in the oral tradition of the reader in
subject and language. This includes language experience sto-
ries. It is much easier to read when you know what to expect: ' I
was thinking about buying a new pickup,' instead of 'The time
was approaching to purchase a new automobile.' Writing and
collecting good material is an activity that may be useful to the
individual learner, and can be used by other learners as well.

234
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Corrprehension: Because the emphasis needs to be on meaning
not decoding, work on comprehension should be ongoing. Talk
about the who, what, why, where, how of a passage. Help the
student organize verbal information so word-by-word reading
is avoided. Sometimes breaking sentences into meaningful
phrases can help, e.g., "I was thinking / about buying / a new
pickup." Comprehension strategies hice questioning as you
read, reviewing meaning, and finding the main points should be
taught. Making a summary, or getdng the gist of a piece of
writing is an important skill, although difficult particularly for
people with sequencing problems. Strategies developed by
Keefe and Meyer are in Appendix C as well as information on
how to get copies of an article by Bill Cosby which should help
more advanced readers.

SgIllingl Many students identify spelling as the skill with
which they have most difficulty. Working on spelling can
improve reading, as students learn to pay attention to word
patterns. The ALBSU program uses the LOOK, COVER,
WRITE, CHECK method developed by Robin Miller and Cyn-
thia Klein. This method is in Appendix D. They find it is
important to be regular and thorough in following the method.
People do learn to spell.

LEARNING ABOUT LEARNING - METACOGNITION

In addition to direct instruction in skills, learning disabled
adults, and probably all literacy students, need to learn about
learning. This is 'metacognition.' Skilled readers use metacog-
nition when they:

- are aware of the purpose of reading - to construct
meaning from what is read

- can distinguish the important parts of text, and know
where to focus their attention and what to summarize

- monitor their comprehension and have strategies for
' de-bugging' (for example, varying their speed and
attention level

- apportion their time effectively
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Learning disabled
adults need meta-
cognitive skMsto be-
come autonomous
and active learners.

Learning disabled adults need metacognitive skills to become
autonomous and active learners. "To be able to use, modify, and
generalize learned skills and strategies, learning disabled stu-
dents must be able to monitor how well they are performing
previously learned skills and strategies" (Wong, 1987.)

The ALBSU rograrn includes classes specifically focussed on
teaching metacognitive skills. These classes are for students
with specific learning difficulties who already attend classes,
but need individualized support. Learning Support Classes
cover:

** Developing spelling skills, discussion of:
- what spelling is (visual-motor memory skill)
- the distinction between reading and writing

memory and memorization
** Becoming an effective reader: discussion of:

- what reading is (gaining meaning from print)
- distinction between reading and decoding
- distinction between reading and reading aloud
- skills needed in reading for different purposes
- the active reader

** Developing writing skills: discussion of:
- proofreading and its importance in becoming an
independent writer

- writing for different purposes
- link between reader and writer
- distinction between writing and speaking

** Becoming an independent learner: discussion of:
- the role of the tutor/student in learning
- role of motivation in learning
- different types of learning onemorization, under
standing, and activity)

The learning support class also gives students an opportunity to
discuss problems which their disability has caused and share
stntegies for coping. They can share experiences and discover
that other people are struggling with similar difficulties.

'3 f;
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LEARNING STYLE

A third area to consider in planning the program with the adult
learner, whether disabled or not, is learning style. The term
'learning style' is often used for different concepts. Probably
we are most familiar with learning style as learning modalities
- visual, auditory, kinesthetic, and tactile. These modalities are
important. Some of us remember what we've heard better than
what we've read. For others, the opposite is true. For some,
writing or even "performing" a word or concept is the best way
to learn. There are many checklists and tests to determine strong
and weak modalities. Observation aad asking may serve as
well. When you and your student are aware of how s/he learns
best, instruction and practice can be modified to fit.

It is also important to be aware of your own learning style in this
area, and be sure that you use the style that helps your student.
Looking at your own learning style also helps you be sensitive
to students' different needs.

Another way to look at learning style is in terms of 'global'
versus 'analytic' styles. Global learners are whole word readers
and learn holistically, whereas analytic learners learn things in
sequential steps (as in phonics instruction.) Although dyslexic
learners often read in a holistic way, they may also need some
structured work on phonics. They are not as Mtely as other
students to acquire these decoding skills without direct instruc-
tion.

The differences in the right and left hemisphere of the brain give
rise to a similar theory oflearning style. 'Left-brain' people tend
to like sequence, be more structured and systematic, solve prob-
lems by looking at parts, are excellent planners, andare analytic.
Those who are more 'right-brain' people are involved with
visual-spatial activities and are more random and spontaneous;
they see patterns, solve problems by looking at the whole
picture, and arrive at accurate conclusions intuitively.

, ,
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Learners andteach-
ers who takr ac-
count of different
learning styles when
planning activities,
work in styles that
are most comfort-
able for them, but
can also experience
new ways of learn-
ing.

Other learning style theorists look at environmental preferences
in determining learning style. They consider such factors as
level of noise, lighting, temperature, room arrangement, group
size, time of day, mobility, whether people prefer to eat or drink
while they study. It may be useful for learners to explore the
environment that they prefer, and try to match it as much as
possible.

Learners and teachers who take account of different learning
styles when planning activities, work in styles that are most
comfortable for them, but can also experience new ways of
learning. One model for this is the 4MAT system developed by
Bernice McCarthy. She speaks of four styles:

1- Innovative learners who seek meaning, need to be personally
involved, perceive infotmation concretely and process reflec-
tvely, are innovative and imaginative. They ask "Why?"

2- Analytic learners who seek facts, need to know what the
experts think, perceive abstractly and process reflectively, are
interested in ideas and concepts more than people, are data
collectors, create concepts and models. They ask, "What?"

3- Common sense learners who seek usability, need to know
how things work, learn by testing theories in ways that seem
sensible, perceive abstractly and process actively, need hands-
on experiences, have limited tolerance for ambiguity, develop
practical application of ideas. They ask, "How does this work?"

4- Dynamic learners who seek hidden possibilities, need to
know what can be done with things, learn by trial and error,
perceive concretely and process actively, are adaptable to change,
intuitive, and carry out plans. They ask, "What can this
become?"

McCarthy's model, 4MAT, involves teaching in a way that uses
the strengths of all four types. The instructional process goes
around a "circle of learning": from a concrete experience,
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through reflection to concept formation, practice, and planning
and canying out work which involves the new concepts. This
model of instruction is particularly useful in planning group
activities, but can also be used in a one-on-one situation.

How useful are "learning styles?" At one extreme, Adrianne
Bonham says, "The general view of learning styles is one of
thinly developed theory and weak instruments, supported by
fragmented research, often in settings not typical of adult edu-
cation." At the other extreme are the claims that all educational
ills can be solved by paying attention to learning style. The truth
probably lies between the two. The notion of learning style is
useful in at least these ways:

1- To help tutors be aware that we all learn differently

2- To help tutors be await of their own style and how it

affects their teaching

3- In designing methods that meet the needs of all students
4- To help students realize how they learn best

CONCLUSIONS

When we talk about adults with learning disabilities or dyslexia
we mean people whose intelligence is at least "normal" but who
have difficulty learning to read, write, and spell because ofsome
disability in their language processing, a disability which is
probably hysiological. There am others who have a hard time
learning to read because they have limited intelligence or a
physical disability in hearing or vision. Some of the methods
used with dyslexic learners may also be helpful for these people,
but they are not learning disabled.

Many coordinators mentioned a need for determining who is
learning disabled. To a large extent the important issue is how
the person learns and doesn't learn. This is an issue with any
student. Educational diagnosis, continually observing and
discussing with the student what works and what doesn't is
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While a profes-
sional diagnosis is
ustuzlly not avail-
able and notalways
helpful, it can be a
relief to students
(and tutors) to
understandthatthe
reason they have
had difficulty is be-
cause of a learning
disability.

probably the most important part of "diagnosis". While a pro-
fessional diagnosis is usually not available and not always
helpful, it can be a relief to students (and tutors) to understand
that the reason they have had difficulty is because of a learning
disability. This understanding can relieve the guilt and poor
self-concept on one hand and lead to assurance that though it
may not be easy, together the student and tutor can discover
ways the student can learn. Going through checklists together
is one way student :aid tutor can reach this understanding.

Current research seems to indicate that most learning disabled
people have problems with processing the sounds of language.
They m ay not "hear" the different phonemes or sound that make
up a word so they have difficulty in breaking a word into sounds
for spelling and in blending sounds for reading. They may also
be slower in retrieving the word they want from their memory.
So, for example, when shown a picture of a laundromat, they
understand that this is a place where people pay to wash and dry
clothes, but they are slower in retrieving the word "launch*.
mat". Problems with short-term memory complicate learning.
Some learning disabled adults do have problems with visual
memory and processing, for example the reversals we have
tended to associate with 'dyslexia,' but most have problems in
the area of memory and auditory processing.

Learning disabled adults don't easily pick up the phonetic cues
as they begin to learn basic sight words. They may not be able
to determine where the words clear and clean are different
Using context, both semantic and syntactical, is more useful
than phonics for learning disabled readers. At the same time,
some very specific instruction in phonics, particularly begin-
ning sounds and recognition of common syllables lilce kg and
don is important Phonics can help in word recognition, but
should not be used to the point of "sounding" out words.
Learning how to learn isat..ast as important as specific instruc-
tion in reading for learning disabled adults. The student and
tutor working together discuss learning style and which learn-
ing styles works best for the students. The characteristics of a
good reader, particularly reading formeaning are stressed. And
specific strategies him LOOK, COVER, WRITE, CHECK for
spelling are taught

4
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Much of what is useful for adults with learning disabilities is
useful for all adult learners. Learning how we learn, discover-
ing how learning style affects our teaching and learning, read-
ing as a search for meaning, not decodingthese are relevant to
all of us.

Much of what is
useful for adults
with learning dis-
abilities is usefulfor
all adult learners.
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Cynthia Klein (1989) "Specific Learning Difficulties,"ALBSU Newsletter No.
32, Wmter.
This summary of the ALBSU Learning Difficulties Program is a very good
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Kingsboume House, 229/231 High Holborn, London WC1V 7DA, U.K.
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Bernice McCarthy (1980)ThE 4MAT System, Teaching to Learning Styles with

RightlLeft Techniques, EXCEL Inc., Oak Brook, IL (Available in UTK Law

Library)
A good introduction to learning style and how to plan instruction which includes

all learning styles; written with children's classrooms in mind, but has adaptable

ideas.

Robin Millar and Cynthia Klein (1986) Maum Sense ofSpelling, London, UK:

Inner London Education Authority (ILEA), Diagnostic Center for Learning

Difficulties. (See summary in Appendix D.)

Dorothy Montgomery (1986) STALD: Screening Testfor Adults with Learning

Difficulties and Strategies for Teaching Adults with Learning Difficulties);
Education Service Center Region 9, WichitaFalls, Texas. (An ERIC document

available through UTX Library.)
The foreword describes this as "a testing instrument, a remediation model keyed

to it, and instnictional iesources forthose working with adults... It aims to screen

adult learners individually to identify if characteristics common to those with
learning difficulties are present, and if so, to prescribe specific materials and
methods known to be successful with them."
I have not used either the test or many of the materials mentioned. I doubt if it's

the magic solution, but the test can probably be helpful in beginning to learn
about diagnosis and there are some usefulsuggestions about materials. Does not
really involve the student in the process of diagnosis or program planning.

Edward Polloway, J. David Smith and James Patton (1988) "Learning Disabili-

ties: An Adult Developmental Perspective," Learning Disabilities Quarterly,
Vol. 11 (Summer): 265-272.
The nature oflearning disabilities in adults is examined inrelation to models and

research in adult development.

Jovita Martin Ross (1987) "Learning disabled adults: Who are they anu what

do we do with them?", Lifelong Learning, 11(3):4-8.
A good general survey of the issues; does not contain a lot of specific
suggestions, but does consider effects of learning disability beyond lear&ng to
read; useful for understanding what can be happening to learning disabled
students.
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Margaret Snow ling (1987) Dyslexia. Buil Blackwell, Inc.
Probably more helpful than Jorm's book; surveys the research about what
dyslexia really is, how it affects the reading process. (Available at UTK Library)

Linda Thistlethwaite (1986) "The adult beginning reader: Assessment/discus-
sionfmstruction, Lifelong Learning 10 (2): 4-7.
A good discussion of working with any adult beginning reader, not aimed at
learning disabled readers, but with many good ideas.

William Vaugh (1985) "Project ABLE: Help for Adults with Learning
Disabilities," Phi Delta Kappan, 66(6): 444-445.
Description of program in Connecticut which combines individual and group
work.

Margaret Walsh (1979) ' Wiscue analysis,'A.L.U. Newsletter (England), 5(June).
(This article is reproduced in Appendix A.)

Bernice L. Y. Wong (1987) "How do the results of metacognitive research
impact on the learning disabled individual?" Learning Disability Quarterly,
10:189-195.
A helpful discussion of metacognition and how this research can help the
learning disabled and their teachers.
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Al.',1ENDIX A
This explanation of miscue arl: ".-sis by Margaret Walsh is from the ALU

Newsletter (No. 5, June 1979)

Miscue Analysis
Often the most obvious truisms are worth repeating. For instance,
reading is only any real use if you read for meaning and yet we often
still concentrate on errors of recognition. often when they make
mite real difference to the sense of the piece being read. We all use
approximations when calculating (sometimes we also need exact
answers) whereas reading often tends to be sten as light' or
'wrong'.

This article by Margaret Walsh. the Uteracy Organiser fOr South
Glamorgan. looks at this truism by describing a useful tethnique
=Mod Miscue AnalySis.

Why use lt?

It's fun! It mean that the tater is
aunty involved while limn* to a
modem read. N. mete bend leeks ea
the woes face as the Medea meals
a stadia& There's mere se Manes

swans reed thsa mown suppling
the *Meows werd - sr hdping him
to sand it wt.

Did yea ever wet ter ke a tletanive?
lf so aow's year chasm. Teachess of
reading should be like detectives
always questioning. Why did my
student ny that? Has it awed the
meaning? lf not. dem it ready maned
Is it a good mistake or a had mistake?
The more we probe, the more we lam
about the proem a reading. Miscue
analysis throws what* light ea this
pans but .

What is it?
Miscue Analysis? The sedmis a
miscues: but what's a mama? The
American. Kenneth Creedmaa man-
tams that reading knishes nese thee
merely looking cionn at each ismer
and each word. No seams that ea
teachers of rndiag. In ahead Saks a
much brooder view 4 tka sabject. We
should help modems select the mem
useful cues in eider se reduce the
correct guess the fine sine.

Where an incorrect gems is made a
mina occurs. The term error is seldom
lad because of its again asseciatioe
with failure. The unar's task is to
observe the miscues, try so wenn than
with the student, aml decide epee a .
strategy for future week. la kelpies the
reader to select the most woeful cues
they are workies tosether, towerds
more proficient reading. Consider the
following pause's:

Example I
In the first passage aban John
Cameron, the following words were

SwbSlituteel
IC 'performance' for 'programme'

0 Itede's dagger fer iftend change'
0 'dna' foe *mar' (bet immediately

cersocmd)
0 Tame fee 'her lbw ineedinely

cerreesed)
Altheeilt different hem the est the
fins two weeds de eat rinesetrosSy
sher the swot a the pawn. The
near hes sebstineml wee fee 11111111.

sad verb ler vent deem. He it mans
iittalligeady. His seimitetion are

arrmsldr flit wrevi c-formance
Jnas like 'program's: n tfir $eIeine,
way if the clause IbJ eiliflniettCA
tanks like 'hated Chance.'

The reader was obviously satsfied
that this sounded like Litigua:t, and
made reasonable sense.

However, as soon as he had sub-
stituted time for Wear', he probak4
tweed the following word 'up' and
milled that Von up* didn't make
Ilthed. in WI COMM. Until this point
Use sentence sounded reasonable -and
meshed his iebet clean . . But at
seen as lee ooticed what followed, he
was immediately able to give tht
coerce' ward.

Similarly he substitened the word
Tome for 'feed% Thete again look
very sena alike art as soon as he had
said the word lewd he knew that it
didst sand righs. He probably
gittosed at the Mu twe worms, and
knew On by Wag the word 'found'
the seesaw was meamegiess. He re-
ermatieed the word and unmediately
nod lead'.
Kg INAS ALL Tilt VMS ALADING roe

He ees sided* the cu. es which he felt

anmen I Amid Pwime from Beek

Now John Cameron iived alone-apart from his
household robot And his bee Cense* did run
smoothly. Some people changed their robots
programme even/ On, and left It in the 'Transit'
position. that Is, reedy to receive orders. But not John.

No wits a rigid man who hated change. Ili wanted
every day to be the same as the one before. So HIS
robot waa programmed onto and for all.

One weekend, he set down after breektest as usual.
and welched his rata Cleat up the dishes. There were
times when he fat *meet fOnd 01 it. It was the silence
he liked. Robots never argued-not like wives,
isms weemate lthe Mae alle 1.~ Ihabthe'bv Am Cowl

Patna as toed by Sunken

Now Alba Cameron lived alentrapart from his
household robot. AAA his life certainly did run
smoothly. Some people drugged their robot's
performance every day, sad left it ia the 'Transit'
position, that is, reading to receive orders. But net John.

He was a rigid man who hadn't changed. He wanted
every day to be the same as the mme Were. So HIS
robot was pregranused sacs end for all.

One weekend, he sat dam after breakfast as usual,
and watched his robot clean dear up the dishes. There were
times when he felt almost/020nd fond of it. It was the silence
lie liked. P.obots Whir arsatmi.sect like wives.
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were most useful to him and when one
dulls% work, he tried another.

Ai ail times he considered one or
other of the following:

The loOk of the word
The mesning of the word in the
sentence

O How Inc word sounded i.e.
grammar

Example 2

Now kt's consider the second passage
'Wild Wheeis' where the following
sytrstittnicns were mode:

C 'camera' for 'cinema'
O 'the' for 'to'
O 'dropping from for 'dropped on'
O 'plans' for 'planes'
O 'arches' for 'horses'

-already' for 'really'
'move' for 'more'

In nearly every instance the substi-
tuted word changed the meaning of the
sentence and tbe passage. Therefore
each was unacceptable.

However, on doter examination we
notice that most look like the original
(apart frodrereisse foe bones' and
this because of the accompanyiag
illustration.)

This reader is paying no attention
whatever to the meaning of the
passage he is concerned only with
reaching the end. The tutor night
suggest that because hit has substimeed
the word 'plans' (or Vialate be needs a
revision of the 'magic e'. This may wall
be the cast, but it would proaably be
more helpful to him if the tutor
suggested he thought about what be

was reading, and tried to get some
meaning front it. Perhaps he needs to
go back a stage and read something
easier. Simple close exercises.
where one fills in rniuing words
would be useful. When Idling in the
blanks he would be learning the an of
prediction which is invaluable when
learning us read.

Of the two readers. clearly the rust
was more proliciem. No beaten of
the number et atiscues. but because of
the Mod of miscues. By examiaing his
miscues we .hkve discovered that he
reads with understamding. and always
searches for swasibig. It is inspoesant
to Mtn thin it ill met aecesserily what
you read, but kw you go shad k, that
is all impotent.
CHART

llow often do we point out every
word that is misread whether or not
it alters the meaning' How sou!.
destroying that must be! How can our
student possibly read for meaning ir he
is always being interrupted or totd
"No, it's not 'dad' it's lather."tt
says 's' not 'the'."'

Marking System
Errors can be recorded in different
ways, but the chart below includes the
most useful symbols.

Practice retzkes perfect
Now that wc know a little about
miscue analysis, we are ready to try it
out. As with everything else we learn
by doing.

ERROR SYMBOL

Non-respeitee irstit.
Needs prompting after a few
seconds or asks for word.

Sobatitation
Stir
work

,

Write substitution above
aPpeepriate part of teat.

'amortise
his

for A work
Indicate by insertion sign.
and wit* inserted word abeve.

Omission C.:=0
Circle weed. wee*, or
parts of weeds.

Repe'llioss
-

week Underline words repostat

COITOCtioll 0 play
work

Place small
beside corrected weed.

Reversal
weelabard

Gin
Symbol that shows which parts
ef laws, words, phrases Or Clauses
have been interchanged.

Hesitation work/hard Hesitation between two words.

Lismote 2 Actual Passage from Beek

WU Wheels
In the early days of the chosen*. the Sim
star was often ea a taiga. Styrofoam
jumped so to vain .-;rat bridges.
dropped on to trains from planes. fought
on trains. ram along the tops of trains.
jumped from trains to the ground, and on
to trains from hones.

Fighu on top of a train are not easy. A
train not only -runs forwards, it also
moves from side to side. And winds can
be strong. In the cinema, we think one
fighter is trying to throw the other off.
Often, he's really trying to hold him on.

Today we more often see fast cars in
films. In the early cinema, cars were
usually funny. Not now.

Kex*cltdotititif-APP "A"
swallow. papal tw traa . trim
budges

L. ew,s JOnes pubtioell
try L Infers, n)

hasp es read by Stylises

Wild Wheels

In the early days of the camera1 ths film
star was often en a train. Stuntmen
jumped enkttrains from bridges,
dropping from to trains from twirls. fought
on trains, ran along the taps of trains,
jumped from trains to the ground, and on
to trains from arches.
Fights on top of a train are not easy.
A train not only runs forwards, it also
moves from side to side. And winds can
be strong. In the camera, we think one
fighter is trying to throw the other off.
Often, he's already trying to hold him on.
Today we !nnvs aftnn set foe. cart in
films. In the early camera, cars were
usually funny. Not now.

21i; 47;ST COPY MALL
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I 14.0wever before we begin. hem are
ISome poinh to remember.

I. Putter student at C121.
Z. Te)t him that you want him to read

Hte fitstsge through. without any
inierruotions or promptings from
yourseq. But stress that this isn't a
test of any sort.

3. Encourage him to guess or skip any
word he finds difficult.

a. Tell him that when he has finished
reading, you will ask him to retell
the story in his own words.

Re lefi!ne

This is an important aspect as it shows
the reader's ability to mum meaning.
It is preferable to asking direct qua.
lions, as these would give cum to the
reader about the significant parts of
the passage.
,The better reader will probably bc

able to retell most of the story. Even if
be makes slight alterations to the
original it probably won't alter the
overall meaning.

Following tbe unaided retelling, ask
questions about

O areas the reader may have omitted
O character recall and development

(Who else was in the story? What
was he like etc?)

O events
O plot
O theme

What material should we use?
The passage should be new to the
student, complete in itself. with a
beginning, middle and end. lt should
be difficult enough to ensure the
students will produce miscues.

Miscues tell us whether a reader is
.mderstanding and seeking meaning
from the passage. What do we kern
about the three students who read this
passage?

Uncorrected substitutions are wry
revealing. Do they alter the meaning?
(A) large for load"
(8) 'to point' for Ind pointing'?
(C) 'lots' for load"?
Similarly with omissions do they
atter the meaning?
(a) 'it'
(b) 'soon'
lt would appear that A is a less
proficient reader than B and C. both of
whom arc continually looking for
meaning when reading something
we must always encourage students to
do. We are now able to consider
reading in a new light not merely
(Quitting inttidka bvs- analyeing
miscuei.

Good luck with the detective work!

A
5

I live iz a flat and lookiaftar myself.
4. ft

As+14Litclothes getirty I pu . them in a black/pi!stic

bag which is/delivered by the/council for rubbish.

On the weekend I take the bag to the/launderette..
et ftm

One day I left it with the attendant lady. She said

I could pick ® up in en hour.
,0010

Well I went for aipint in the pub. Then I went

back to the/lounderettt As soon as I opened the

door the lady was waving her hands and pointing toseq.
a load of rubbish. I soon/realised that I had left the

weekly rubbish bag by mistake.

414(

I live in a flat and lookhafter myself.
mess 01)

As my clothes get dirty I put than in a black/plastic
rwe.

bag which is delivered by.the council trubb.isL

On the weekend I take the hag to the launderette.e its
One day I left it with the lttendant lady. She said

I could pick it.up ia an hoar.

Well I went for a pint in the pub. Then I went

back to the/launderette. As soon as I opened the
woo

door the lady was waving her hands and pointing to

a load of rubbish. I realised that I had left the

weekly rubbish bag by mistake.

I live in a flat and lookAafter myself.

As my/clothes get dirty I put them in a black plastic

bag which is delivered by the council for rubbish.
Serowcfry

On the weekend I take the bag to the/launderette.

One day I left it with the/attendant lady. She said

I could pick it up in an hour.
Weitc
Well I went for a pint in the pub. Then I went

back to the launderette. As soon as I opened the
rolut Z-.)

door the lady was waving her hands and pointing toier
lond ruhhilh. I :mon min.:fin) nisi.. I had left vile

weekly rubbish bag by mistake.
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APPENDIX B

SUMMARY OF FERNALD MULTISENSORY APPROACH

From Fernald, Remedial Techniques in Basic School Subjects

Introduction

This method is for use with students who have no success with other
methods. Fetnald developed it for those with "total or extreme disability."
Other methods should certainly be tried first.

Stage 1

Because of its tremendous possibilities and wide usage, the Fernald-
Keller Approach should be studied in detail so that all four stages are
understood by the teacher. Stage I seeks to motivate the student and get
him to want to learn. New wonis are taught through the use of the tracing
technique, along with visual and auditory emphasis. Once the student has
developed facility in the use of the tracing methods and has accumulated a
group of sight words which he can use, he moves into Stage 2.

itArshra Student

1. Finds a word the student wants
to learn.

2. Asks student to use word in a
sentence or to give the meaning.

3. Asks "How many parts do you hear?"

Selects word to be
learned.

Responds
appropriately.

Responds. With
teacher rendering
needed help, the
student verifies his
answer by dictionary

4.9 S
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Teacber

4. In script with crayon, writes the word.

- Says word
- Says each syllable without

distortion, as each part is
written. (Pronunciation of each
syllable begins with and
ends with the initial stroke
of the syllable.)

- Going from left to right
crosses t's and dots i's.

-Underlines each syllable
while pronouncing the
syllable.

5. Demonstrates tracing technique.

- Index and second finger
held still while tracing
over words.

- Says word.
- Says syllable on initial stroke

of each syllable. (Without distortion)
- Crosses t's and dots i's

from left to right.
- Says word.
- Repeats word until smdent

is ready to trace.

6. Checks student's tracing technique.

249

Student

Student observes
teacher.

Student observes
teacher.

Traces the word
following the
procedure demonstrated
until he thinks be can
write the word without
the copy

Pronounces. Says each
syllable as he begins
to make it. Says again
as he underlines each
syllable.
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Teacher Student

- When student hesitates or
makes an error, stops him.

- Records number of tracings
- Praises success

7. Checks writing of word.

- No erasures. Compares his writing
to original copy

- Does not stress errors.
If successful, dates
paper and files word.

If unsuccessful,
either retraces, or
makes a second
attempt.

8. Checks retention the next day.

Stage 2

In this stage the teacher-student "step-by-step" procedure in writing theword is still followed except that the student no longer traces the word.
The student makes use of oral and auditory modalities. He looks at the
word, pronounces the word after the tutor, watches the tutor write the
word, then writes the word without looking at the copy, saying the word ashe writes it.

Stage 3

The student reads the word (with tutor help if necessary) says it and writes
the word.

Stage 4

The student recognizes new words from their similarity to words or partsof words he has already learned.

25
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APPENDIX C

SUMMARY OF STRATEGIES FOR TEACHING LEARNING
DISABLED ADULTS.

From Keefe and Meyer, 'Profiles of and Instructional Techniques for
Adult Disabled Readers'

Some suggestions from Donald Keefe and Valerie Meyer for working with
students at various levels. They discuss "disabled" readers without
distinguishing between learning disabled and other reasons for disability,
but their suggestions are practical.

For non-readers:

(1) Make a book using words the student recognizes from the
environment. Cut advertisements with words like "coke" or
"McDonald's" and put on one page. On the opposite page write the
word in large print.
(2) Find highly predictable stories with patterns that lead the student
to "read" the text.
(3) Write sentence stems such as "I can " or "I like .
Have the student complete the sentence with his/her own words and
read.

For readers who can read "just a little," who can read simple texts with
help, it is important to stress reading as "making meaning" rather than
sounding out words. For this group:

(1) Use language experience stories and tape to read at home.
(2) Encourage learners to skip unlmown words and self correct
miscues.
(3) Encourage learners to take risks and make guesses, for example
figuring out what an ad or logo is with only a small part presented.

Additional ways to focus on meaning for readers with more skill:

(1) Silly Sentences with one word which does not make sense-"I
smell with my knees." Ask the reader to figure out which word does
not make sense.
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(2) Written conversation between the student and tutor on some
event, your feelings about work, your children, etc. The
conversation is started by the tutor who briefly writes what s/he
wants to say and the student responds- in writing. Keep it simple
without concern for spelling or grammar.
(3) Flash card ditections to force readers to read more than one
word at a time. Place a few words of direction on a card. Flash
each card and ask the learner to do what the card says, e.g., "Put
your hands on the table." Encourage "chunking" all the words in
one glance. It may take four or five flashes. Later use two
directions per card.

To work on comprehension with more advanced readers:

(1) Use key word predicting activities. From a story or chapter
select about 10 key words. give the list to the student and have
him/her predict the content of the story. Then read to see if the
predictions are correct.
(2) "GET- requires the reader(s) to reduce the first sentence of a
passage to 3 or 4 words, then the first two sentences to 5 or 6 words,
three sentences to 7 or 8 words, etc. until the whole paragraph is
reduced to 15 or so words which are the gist of the passage.
(3) Prepare directions for a simple card game leaving out a crucial
instruction. After playing the game ask the reader to determine what
has been left out.

A useful article by Bill Cosby, "How to mad faster," suggests previewing,
skimming, and clustering to increase speed and comprehension. It is
available in reprints and as an 11" x 17" poster from:

"Power of the Printed Word"
International Paper Company, Dept. 3
P.O. Box 954
Madison Square Station
New York, NY 10010
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APPENDIX D

SUMMARY OF SPELLING- LOOK, COVER, WRITE, CHECK

From Millar and Klein, Making Sense of Spelling

Use lists of words taken from students' writing, common words, and words
with common patterns. Words with confusing patterns like -el and -le
should not be used in the same list. Divide a page into 4 or 5 columns.
Write each word correctly in the first column or make sure the student has
copied the list correctly. Explain to the student that they should:

LOOK at the word, noting any particular difficulty and say it aloud.
Close their eyes and try to visualize the word.

COVER the word. Say it aloud.

WRITE the word in column 2. Say it as they write it.

CHECK that the word is correct. If not, copy the correct spelling
above or near the original, paying attention to the mistakes. If a
mistake has been made it is important to correct it by writing the
whole word again not just by changing or adding letters. The
experience of writing the whole word is important (cursive is best).

Next day, repeat the process and spell each word in column 3.

Two or three days later, repeat the process and spell the words incolumn 4.

General memory aids which any individual student may finduseful:

Teaching students to beat out syllables and then write them as they saythem.

Highlighting the words with colored pens. This can be useful to help
students focus on the bit of the word they are misspelling.

253

LEARNING DISABILITIES: LEARNER-CENTERED APPROACHES R-3-dd



Saying the names of the letters, spelling in rhythm. This is useful for
confusing endings such as -cial, -ght, etc.

Understanding the derivation of words (television: tele means "far," vis
means "see").

Memory aids for students with auditory perceptual difficulties:

Finding words within words. This may need to be demonstrated to the
student. (Cap/a/city for capacity; we/atiber for weather).

Reinforcing spelling by finding words of similar letter patterns (please -
ease - disease; sound - round found).

Memory aids for students with visual memory difficulties:

Exaggerating pronunciations of words: Wed/nes/day for Wednesday; the
smdent is advised to "say it funny" while writing it.

Understanding the structure of words, for example morpheme, root words,
suffuies, prefixes, etc.

Provide format for building on root words: for example appoint,
disappoint, disappointment, disappointed, etc.
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ASSESSMENT

This section identifies key issues in the
assessment of adults with LD snd
descnIes a number of assessment models.
The question of screeningversus diagnosis
is examined, and guidelines for selection
of diagnostic instruments are presented.

Issues and Models

If there is one caveat in the auessment. of
adults with learning disabilities, it might
be that assessment is useful to the extentthat it provides a means for helping the
adult to live more fully. This criterion
should be considered especially in the
context of the adult previously unidenti-
fied as LD. Diagnosis can serve a useful
purpose insofar as it determines eligibility
for resources and support services that are
not otherwise available to the individual.
Additionally, a comprehensive diagnostic
evaluation or reevaluation (in the case of
the person identified it a younger age)
can serve a viable function if it provides
direction in working with the adult to
determine future goals, select appropriate
educational and career development pro-
grams, and develop strategies for an indi-
vidualized intervention plan.

Given the scarcity of formal diagnostic
tools appropriate for assessing adults withLD (Coles 1980; Ross 1987), it is even
more imperative that formal testing instru-
ments not be used in isolation, but rather
be incorporated as part of a comprehen-
sive assessment process. Vogel (1989)

noted that the clinician should be trainedin formal and informal assessment proce-dures, with sources of information includ-ing interviews, self-report, and direct
observation. Vogel also noted that refer-
rals for evaluation of adults are rarely
made for the purpose of diagnosis alone,
but also to develop a plan of action to
enhance attainment of goals. The pur-
pose(s) of the referral will to some extent
influence the nature of the assessment
process. Different procedures are appro-priate far the community college (Best et
al. 1986), vocationalrehabilitation services
(Newill. Goyette, and Fogarty 1984). oradult basic edunttion programs (Hoy and
Gregg 1984a-e). three of the primary adult
education contexu discussed in currentliterature. In cases in which the adult hasnot been previously identified as having a
learning disability, differential diagnosis
becomes problematic across settinp; an
accurate history of medical, educational,and social influences on the learning
problems may be hard to obtain and con-
comitant emotional problems may be diffi-cult to rule out retrospectively as primary
conditions.
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Another unique feature of the assessinent
process for adults as compared to that ofchildren is the increasing importance ofthe clinician-client relationship (Vogel
1989). The adult can be a valuable sourceof information regarding perceptions ofpersonal strengths and weaknesses andregarding goals for the future. As ameasure to reduce in part the negative
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ef. tcts testing may have on the adult's
self-esteem, Vogel suggested that the
chrlician shift the emphasis to informa-
tion-seeking, discovery, and problem-
solving aspects of the assessmem process,
an emphasis that requires the involvement
of the adult in the investigative process.

Having identified several of the key issues
in assessment of adults suspected to have
learning disabilities, it is appropriate at
this point to share several comprehensive
models of assessment Hoy and Gregg
(1984a), in a guide to assessment for adult
basic educators, stressed that appraisal
and assessment must be ongoing and sys-
tematic. They proposed a seven-step
evaluation sequence (p. 3):

1. Know why and for what the adult is
being assessed.

2. Collect background information.

3. Interview the adult.

4. Observe and make a formal
evaluation.

5. Organize and interrelate the formal
and informal data.

6. Search for patterns of strengths and
weaknesses.

7. Plan instructional strategies.

A goal of this sequence is the interpreta-
tion of input and output errors as a meansof uncovering strengths and weaknesses.
Hoy and Greggstressed the importance of
interviews between students and teachers
as a source of otherwise unattainable
information about the student, providing
guidelines for structuring such an inter-
view. They included in this discussion alist of instruments appropriate for

asseument of cognitive abilities, language
abilities, academic skills, written expres-
sion, and personality. In other parts of
this series for ABE teachers, the authors
specifically discuss assessment of reading.
written language, and mathematics (Hoy
and Gregg 1984b,c,d).

Johnson (1987) divided the assessment
process into four key components:
(1) current concerns and status, (2) his-
tory, (3) objective testing, and (4) clinical
observation. She emphasized the impor-
tance of observing the adult as he or she
completes the various tasks, which can be
revealing in themselves. The individual's
rate of processing and output, reactions to
timed tests and fatigue, use of compensa-
tory strategies, and recurring patterns
across formal and informal tasks can be
especially informative. Johnson also pre-
sented several principles to consider in the
evaluation of achievement and cognitive
proce _sse2. Tests and tasks should be
designed to assess input, integration,
output, and feedback modes, since pro-
cessing difficulties may mac at any point
along this chain. Because learners may
vary in the affected modalities of learning
(visual, auditory, haptic, and so on), an
effort should also be made to assess intra-
sensory, muhisensory, and intersensorylearning responses. This assessment notonly can indicate the weakest learning
modalities but can also yield information
about modality strengths, diffiathies with
sensory overload, and difficulties with
translating information across modalities.
Both verbal and nonverbal learning should
be assessed, because an apparent modality
strength or weakness may not affect verbal
sad nonverbal learning equally. For
instance, knowing that a person who for-
gets his or her way spatially in familiar
sunoundings can nonetheless learn direc-
tions through maps written in words isuseful to planning an intervention

2 5 s
LEARNING DISABILITIES: LEARNER-CENTERED APPROACHES R-4-c



program. Finally, Johnson recommended
assessing both simultaneous and sequen-
tial processing. Johnson and Blalocles
(1987) Atitiks *ids Learnim Disabilities
provides a general desaiption of princi-
ples of assessment and diagnosis as well
as separate discussion of assessment
procedures used in a university-based
clinic. Individual chapters are devoted to
the topics of readin& written language,
mathematics, abstract reasoning and prob-
lem solving, and nonverbal learning.

Assessment procedures at the Kingsbury
Center (Zangwill and Greene 1986) are
specially designed to assist adults whose
coping strategies have failed after their
initial successful transition from school to
work. A comprehensive formal testing
battery is used to assess intellectual and
cognitive abilities and performance in the
areas of readin& written language, and
mathematics. In addition, the Myers-Briar
7)pe &Sauer (Briggs and Myers 1983)
and the Hanington-Olitect Greer
Decision-Maldng Syston (Harrington and
O'Shea 1985) help to clarify job-related
abilities, strategies, and values. These
standardized procedures are supplemented
by informal assessment procedures, behav-
ioral observations, and interviews to
determine client concerns and coping
limitations, present coping strengths,
strategies that have been successful, and
new situational demands requiring new
strategies. Intervention planning then
centers around specific coping strategies
as well as remediation in academic or
skills areas relevant to work or social
requirements.

Newill, Goyette, and Fogarty (1984)
provided an evaluation plan that is
designed to be consistent with require-
ments for determining vocational rehabili-
tation (VR) eligibility. Because the VR
program is based on eliplility rather than

on entitlement, individuals with LI) who
have been formerly served in school sys-
tems may not be clusified as eligible for
VR services, unless there are indications
that the learning disability has caused
substantial handicap to employment
(Voge11989). The Rehabilitation Services
Administration also requires diagnosis by
a physician or licensed psychologist;
evidence for medical classification accord-
ing to the Diagnostic and Statistical
Manual of Mental Disorders (American
Psychiatric Association 1987) or the
International Classification of Diseases
(U.S. Department of Health and Human
Services 1980) is necessary to determine
eligibility even though the VR defin; in
is in terms of functional deficits (Biller
1985; Vogel 1989). The complexity of this
process of determining eligibility suggests
an elaborate evaluation model, such as
that proposed by Newill, Goyette, and
Fogarty (1984).

The first phase of the model is referred to
as preliminary assessment; it includes a
detailed client history (fanuly background,
medical, interpersonal, psychological, edu-
cational, and vocational factors), behav-
ioral observations, and review of school
records. The next phase, the formal diag-
nostic process, includes a medical history
and examination, psychoeducational eval-
uation, and vocational assessment. The
psychoeducational evaluation assesses
intellectual ability, achievement, and
personality ftmctioning. Finally, Newill et
al suggested that the vocational assess-
ment should be conducted in many forms
at several levels. Fust, client goals are
determined, then a preliminary determina-
tion of vocational aptitudes and strengths
is made. The next step should involve
formal auessment of both vocational apti-
tude or interest, including a diagnostic
vocational evaluation using simulated
work samples. Diagnostic guidelines can
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then be applied based on the following
criteria: (1) IQ of at least 80, (2) sig-
nificant lap in achievement, (3) no evi-
dence of primary emotional disturbance,
and (4) no evidence of visual, auditory,
motor, or mental deficiency causing the
learning disability. Finally, the qualified
examiner most make a clinical judffinent
as to the presence of SID based upon
results of the recommended procedures.

The final auessmezt model presented
here is described in the replication
manual of Project MEAL (Model for
Employment and Adult Living),supported
by the Office of Special Education and
Rehabilitative Services (Crawford,
Crawford, and Pus 1987). Evaluation for
that program included psychoeducational
evaluation and assessments of preferred
learning style (Brown and Cooper 1983),
cognitive style (modality preference),
social style (preference for working alone
or in groups), and expressive style (oral or
written). Also included in the assessment
process were a career ability placement
survey, a vocational evaluation using
various interest inventories, a work
personality assessment, and, in some
cases, work sample tests.

Screening versus Diagnosis

Although the procedures described here
are recommended as appropriate for com-
prehensive diagnostic evaluation, a
number of more abbreviated procedures
ranging from checklists to specially
designed toolshave been suggested for
screening purposes. Scheiber and Talpers'
(1987) book, Unlocking Potential, is a rich
source of checklists that can be used by
instructors in a variety of settings, as well
as a Learning Channel Preference check-
list by Lynn O'Brien designed for use by
the learners themselves. The Screening

Test for Adult Learning Difficulties
(STALD) is an instrument designed to be
administered in 35-45 minutes by super-
visors, adult education teachers, or
volunteer tutors (Montgomery 1986). This
instrument has sections that focus on
perceptual screening, word identification,
and reading passages; it includes a
remediation chart matching specific
STAID errors to materials and methods.
Such a tool can be useful for providing
clues to remediation in the adult basic
education or literacy settinp in which
complete evaluations are seldom possible.
It may also help relatively untrained
teachers or tutors identify alternative
instructional strategies for students who
may or may not have specific learning
disabilities.

The major risk in the use of such screen-
ing insmaments, however, is an inappropri-
ate diagnosis of learning disability.
Controversy followed the development
and use of Weisel's London Procedure
(Coles 1980), another instrument that took
only 45 minutes mid no special training to
administer. O'Donnell and Wood (1981)
questioned the use of that instrument to
identify 95 percent of ABE students in
Cleveland, Ohio, as "problem learners."
They based their concern on the fact that
the instniment was assembled using sub-
tests from tests of perceptual processing in
childrentests that were questionable
according to accepted measurement cri-
tale even when used with the intended
population. This critique should signal
the danger of using any single instrument,
particularly one that may be interpreted
by untrained administrators, as an indica-
tion of 'diagnosed" learniti disabilities.

The use of abbreviated screening proce-
dures to identify adult populations as
learning disabled for research purposes is
a similarly questionable practice, one that
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seems especially prevalent in studies of
adult inmates. Lundak (1988), for exam-
ple, recently used the Detroit Tests of
Learning Aptitude (DTLA)--Revised
(Hammill and Bryant 1985) to conclude
that 60 percent of a prison population
exhibited learning disabilities. Tevis and
Orem (1985) administered the Revised
Beta (Kellogg and Morton 1978), the
Wide-Range Achievement Test (Jastak and
Jastak 1984), and the DTLA to inmates,
concluding that all 30 of the inmates with
an IQ of 85 or above could be considered
learning disabled in one or more areas
using their criterion of a range of 2 or
more years on the DTLA. In a national
study "on the nature and prevalence of
learning deficiencies in adult inmates"
conducted by Bell, Conrad, and Suppa
(1984), 1,000 inmates in 3 states were
tested. For the purposes of this study, any
subject found to be functioriing at or
below the fifth-grade level on the Tests of
Adult Bask Education (1976) was consid-
ered to be learning deficient. The authors
concluded that 42 percent of the sample
exhibited learning deficiencies. When the
WechslerAdult Intelligence Scale (Wechsler
1981) and the Mann-Suiter Learning Dis-
abilities Screening Test (Bell, Conrad, and
Suppa 1984) were administered, 25 per-
cent of the sample and 82 percent of the
learning deficient group exhibited
symptoms of a learning disability. The
authors suggested appropriate discretion
in interpreting the results of this screening
test, and they can be commended for
including intelligence, achievement, family
background, and educational history data
in their screening battery. Nonetheless,
the need for reasonable caution becomes
imperative in the face of a growing
number of studies attempting to use
screening measures to determine preva-
lence in samples of previously undiag-
nosed adults. Because of far-reaching
implications for adults diagnosed as LD,

adequately funded research to permit
appropriate diagnostic procedures is
needed. Only as a result of such research
can reliable prevalence estimates in
specific subpopulations of adults, such as
in penal institutions, be obtained.

Selection of Diagnostic Instruments

A variety of instruments have been used
in the assessment of adults with LD. An
attempt is not made here to provide a
comprehensive list of formal tests.
Rather, several guiding principles are
suggested for consideration in test selec-
tion. Also, several of the most frequently
used and reliable instruments are men-
tioned by name. Additional instruments
and assessment procedures are provided
by Johnson and Blalock (1987), Scheiber
and Talpers (1987), Hoy and Gregg
(1984a), and the Educational Testing Ser-
vice (1986). A special focus on proce-
dures for assessing various aspects of
career development can be found in Biller
(1987). For those interested in assessing
learning strategies, the publications list of
the Kansas Institute for Research in
Learning Disabilities will be valuable.

In selecting instruments for evaluation of
adults suspected to have learning disabili-
ties, the reader is advised to consult one
of the standard guides to measurement
and evaluation such as the Tenth Mental
Measurements Yearbook (Conoley and
Kramer 1989). Such a guide will indicate
whether the test norms apply to an adult
population, one of the key limitations
regarding many of the commonly used
diagnostic instruments. Reading reviews
of the tests' reliability and validity fotmd
in the measurement guides is also impor-
tant to gain insight into the confidence
that can be placed in the test's results.
For older adults, the issue of timed tests
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needs to be considered; documented slow-
tag of perceptual speed with age (Knox
1977) may place them at a disadvantage
unrelated to any learning disability.
Although certain tests may be selected for
the purpose of assessing performance
under timed condition% this age-related
factor suggests limited use of such tests.
Diagnostic strategies should be planned
carefully to minimize the amount of
testing necessary for adults. Many will
experience self-esteem and confidence
problems that, if exacerbated during
extensive tesdng, may affect overall

petformance. rurally, the input given by
adults during the intake interview can
provide valuable information relevant tothe selection of those tests that seemappropriate to measure performance inthose areas for which he or she has
greatest concern. When duration oftesting time becomes a critical factor, the
aduWs self-perceived goals, strengths, andwealmesses can enhance clinical judgmentin the selection of only the most necessary
tools. Table 3 lists several of the most
frequently cited instruments.

TABLE 3

INSTRUMENTS FOR ASSESSING ADULTS WITH LD

ham:meat
Measures

Wechsler Adult Imager= ScaleRevised
(Wechsler 1981)

Woodcockilohnson Psyclsoaducaional Beam
(Woodcock and Johnson 1977)

Wide-Range Ad:kw:salt Tat
(Jastak and Jastak 1984)

Tests of Adult Basic Educaion (1984)

Gray Oral Reefing TestsRevised
(Wiederholt and Bryant 1986)

Peabody Picture Vocabulary TatRevised(Dunn and Dunn 1981)

Coopersmith Self-Esteern Inventory
(Coopersmith 1981)

Halstead-Rdtas Notrapsyclsological
Tat Batery (Reitan 1981)

Intellectual ability

Cognitive and achievement

Academic achievement
(screening)

Academic achievement

Reading

Oral comprehension

Self-esteem

Neurological status
(soft signs)
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ESPECIALLY FOR ADULTS:
HOW TO GET APPROPRIATE ASSESSMENT

When ad2lts suspect they may have a
learning disability, they often begin a
search for soluucas. They may have diffi-
culty in locating msources to diagnose the
disability. Fes manyindividuals. obtaining
a diagnosis can involve locating one or
ram professionals to select, perform and
interpret diagnostic tests

Why diagnostic testing?
The tests are needed because:

Learning with a learning disability
requires different strategies.

Obtaining accurate diagnostics is the
first step in overcoming the effects of
a learning disability.

Locating appropriate testing
The diagnostic process for adults with

learning disabilities is different from diag-
nosis and testing for children. While diag-
nosis for children and youth is tied to the
special education process and local
schools. diagnosis for adults is more di-
rectly related to problems in employment.
life situations and education. An adult
seeking a skilled evaluator will need to
become an informed consumer, shopping
for a diagnostician experienced in working
with adults oriented to both school and
to work-related learning needs.

Adults should seek an evaluation appro-
priate to their age and career concerns.
Until recently, the effects of learning dis-
abilities on adults were not well recog-
nized and the majority of evaluation
methods were focused on children and
youth. Thus, adults may need to exix.nd
additional time and effort seeking an ap-
propriate evaluator. The checklist below is
designed to help you in locating an appro-
priate adult evaluation.

What are diagnostic tests?
Diagnostic tests are a series of formaland

informal measures of skills and abilities.
including general level of intelligence and
academic skill levels, designed to identify
an individual's strengths and weaknesses
and to assist in finding ways to learn and
work more effectively.

Diagnostic testing may have several
parts:

a recem history why is there a need
for diagnostic tests?

a life history how people learn.
work4 their scho31 experiences, suc-
cesses and failures, childhood
illnesses looldng at how individuals
interact with other people using and
understanding words and concepts.

an academic history. looking at school
performance and experiences to seek
patterns that indicate strengths and
weaknesses.

psycho-eicational testa also called
"IQ" tests, are used to measure small
pans of the leaming/work style such as
visual memory or memory for num-
bers: when charte d. they help define
strengths and weakness=

Who will perform the testing?
Several local agencies can either perfonn

the tests or refer you to diagnosticians for
adults within your community. Check
your telephone directory for

Adult Education / Adult Literacy
Programs / Literacy Councils

Learning Disabilities Association
(LDA)

Community Mental Health Agencies

Counseling / Study Skills Centers at
local colleges

Guidance Counselors / Learning Spe-
cialists in private practice

Orton Dyslexia Society

Special Education Programs at local
colleges

State Vocational Rehabilitation
Agency

University Affiliated Hospitals

Interpretation of tests
Having the tests interpreted by someone

who is familiar with adults with learning
disabilities is very important. The interpre-
tation should apply the information found
in the evaluations to life situations. In

addition to the evaluator, the person (or
group of persons) who helps interpret eval-
uations may include:

Adult Educators

Diagnosticians

U) Consumer Advocates

Learning Specialists

Rehabilitation Counselors

Questions to ask evaluators
Have you tested many adults for learn-
big disabilities?

How long does testing take?

After testing will I receive a written
recort and be able to meet with you to
discuss the results?

Will our discussion give me ideas on
how to improve my area of disability
(resnediate) and how to get around my
disability (compensate)?

What is the cost of the testing?

What insurance companies have you
worked with?

What other funding sources are avail-
able?

How may payment foe uninsured test-
ing be worked out (extendedpayment.
=dn. etc.)?

If there are additional questions. am
you available for consultation? If so.
what in the charged

You may amity not agree with the inter-
pretation of the tests and have the right to
ask for another opinion. But remember that
even if you disagree, the test results can
still be accurate (although painful to
accept).
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Does the peso' hold the pea at poen es usual way?

b the pessoo's dew* disportioute, too simple, say stuatt

Noted Problems

ow seas suiting eels smashes? Ym
Yes
Yes

4.1111116611111414146

irk raja RIM
Pintt yourfilli saw oarsiw. Mr*, sir your same.
Prise a seam dad solly you are here.
If NO' oa you wrist a ovasncr alma anything?

Frac or primula dOkabst
PAN the tatabin to 20
Draw a pkierre1

b die pastes waits shoed? Yes
Is the mods hadwdtkes dank LI reed? Yes
Ate do Was oveedised for hbehre age? Yes
Is the siphsbetheetepleht? Yes ..
Does do pesos odd capital sud sand leas? Yes
Ate dote sir tenet* Yee
Does the peony& diesecond digit befoee the

Tout YesSummary of Handwrting

Math Skills
Do you often asuot oo yore fingers?
Do you fines your Widow frets?

Cheek 9+7 8+6
Do youjoeget yout subtractios frac? Yes

Check 17 - 9 12 .
Did you have dillieohy Waning the multiplication table Yrs
Do you eve: beset them now Yes

Cheek r 7 6 9 6

Ye
Yes

Sammy of Number Pails 'kW Yes

Math Skills

Wash &leak fee you to Lem long divishr? Yes
Is it still difficak for you? Yos
Was it difficak fat you to learn fractions? Yet
Is it still diffuadt fos you? Yes
Wu it Mak fix yov to ken decimals" Yes
Is it still difficeit foe you7 Yes
Welk Molt foe you to biro percentages? Yu
Is it sdU difficult for you? Yes
Was it difficult for you to ken potitive Ind weptive numbest Yos

2 6 s
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wen *ant plobloridiffteekt
Have yeti lain *bad Yes No
V yes, did yes have Mk:am with eigehes?

Summary of Math SkIlk

Math Vocabalaty:

Don the Imam lave ddlloibydeflates =JAL"
Does the pesos hos Ma*deadly; °AMAMI"
Does the pesos have Malty dabs 'Mr
Does the pesos have iiffleathy deaths °VARIABLE'
Does the pesos have Madlydeb* "0:24POUND TAMEST*

Stumm dila* Vosabolely Total

Reath%

'11116

Yoe

Yes

Total Yes

Do you tead nay Misty** have to mad?
Do yet deka mike
Does the pesos have gamedattack skills?
Does the pecan hoe poor Ohmic aidge
Does the perm leave off wise
Does the pees add wise
Dots the pawn leave offet chose pelage?
Does the mos ahmd wads/
Does tie peon ad words?
Does the peace sklp woe?
Does the peace evidenceMeting?
Does the pears substitute word* faridmilat weeds?
Does dee poem have Malty itosouscins wotds?
Does ibe pence ipote pusenetioe?
Does the peon have a Wields; problem?
Dos the pasta use flapoe milker as a guide?
Does the pesos skip lista
Are you mban to teed out Ice
Do you tilt your heed winsyou teed et taut.?

Summary of Rind*hellions

Coluptelleasion

Do you have difficulty papist:slag whit you teed?
Do you fad yourself lading whole

pasts without heal* whatyou teed?
Ate you often distracted 1# thewards at thepose (Fantods)?
Do you lave difficulty idemittylas the sale Moe whoayes teed?
Do you have difficulty &tablas -detail whoa you lead?
An you easily dimacted wkayou mad?
Do you flad mulls; testbaalts Meek?

Sammy litauliwo OWN Tritil Yee

It --
Yea

Yes
Yes

Yes
eiga

Yes
Yes

Yes
Yes

Yee
Yes

Yes
Yu

Yes
Yes

Yes

Yes
Yes

Yee
Yes

Yes

Tots! Yes

Yes

Yes
Yes

Yee
Yee

Yes
Yes
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Does the pease have diflieuky defining
Vocsbulaty

Level I Level II Level111

tmar
"CAFIVitir
1/40103*

invonpur
Davaor
111101Wor
"CAUTION'
"NIXMSSARY"

issencir
IPASSIVIr
"AMAMI
IS3TIVr
1010nahr
"APITPlaAl:
'DEM
INILOSCIPSY
INNOVATiOr
"PIPMCISIr

Is the moats vocebobty sedeeieveloped?
b the pewee's voeshekey ashissoes?

Sammy of Vocabulary

11113011r
IlatICrAmr
MANQUILL:13"=MA'
sutwamourimam
TONINIPIATE"
ANISROIPOLOOr
"ROUJIMANCIr
IXILECTIVIr

Yes
Yes
Yee
Yes
Yes
Yes
yes
Yes
Yes
Yes

Yes
Yes

Tod Yes

2.;.0
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1. cat .

C>2. mad
3. start
4.®hear

stop "not 'the bug sleep my tell doC 0 0 0 0 0car Osent
back then down meet pay0 0 0 $2 ariver ebet @under

fishing clocks how street0 0 Swant better match @such ()round @shark

gceis
&spent

bone
eheavy @pea

grave between ()maze
knot beat eer

0 @ 0 8 ®

6. where paws @earth @point @press foggy spike simple
7, burn rather thumb subtract Yourselves harvest traveler
8. weather soil bolt @slice

fixture heard @singer @transfer0 0
8 0 0 0 09.®dodge tense passenger impact snorkel @troop

warp.:
0 0 ®10. reserve cute compute quench hasty practical torment0 0 0 0 011. kennel motive council @lagoon

scripture haunt @furrow

i 2.°suitable artificial ()avert aggressive delicious @avalanche0 0 0
0 0 0 (1)13. invitation beseech Openetration

scholarship promoted0 0 0 0 0 0 014. theory protrude hearth mechanical bewilder savored foreign4 0 4 815. receptionist licorice schedule repulsively 0
perplexity

0 g1 6. reluctant .13)abrupt %anticipate 8carbohydrate boisteIrc cs.;

17. tranquilize

18. emancipate

9. percussion
0

O. psychology

11 renaissance
22. precocious

coa. plagiarize

0eantiseptic philosophy @prophecy0 0immunization perceptual @conscious
0 0 0quavered anonymous momentous

0 0
utilization skepticism anecdote

0@intricate 6
appendicitis onyx

0 9asphyxiate @scythe ricochet
0 0effervesce indigenous °facetious

2 7 1_

0
dominant

0
armaliaLtic

0acoatic3

logiGticri
0 innuendo

0
schism

0chn
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Screening Summary

Narie
Date

ficiucatiooal History
2-3

Maxim
2 -3

Motor Sld Ils
2-3

Auditoty meaning
2-3

Ripht and Left
2 -3

Organization
2-2

Employment
1

4 - 6 7-10

4 - 6

4 - 6

7-10

7-8

4-6 7-10

4 6 7-11

3 - 4 5-1

2 - 3 4-5
Emotional

1-2 3 5 6 .7
Sozial and Family

2-3 4 - 6 7-11

Oral Communiedicn
1 .2 3 - 4 5- 6

%/lig
2-4 5-7 1142

Handwriting
2-3

M
4 - 6 7-9

Basic Math Skills
1 - 2 3 - 5

Math Skills
1-4 5 - 7 8-11

Math Vocabulary
1 2 3 4 - 5

Reading
3-7 8 -12 13 -19

Comprehensiou
1-2 3 - 4 5-7

Vocabulazy
2-3 4 - 6 7-10

Reading List Numbercoma Limes 1 - 14 X 2
Numbercorm Lines 15 23 X 3
Numbercoact with hapor

close timpjatobe recasnized

Reading lin total

Adult - 342 -300 299 -200 199 -150 149 -100 99 50.. 49 - 1LEARNING DISABILMES:
LEARNER-CEPITENWauq-Awswaw 272 R44



VOCATIONAL REHABILITATION
11.111101.

In each state, there is an agency responsible for the administration of the programs of vocational
rehabilitation, supported employment, and independent living for persons with disabilities. Each of these
programs has diffinent eligibility cited& and purposes. The vocational rehabilitation program is designed
to assist eligible persons with disabilides to achieve suitable employwoo the supported employment
program works with individuals with severe disabilities who require ongoing support services to enter or
maintain compaitive employmenu and tbe independent livmgpogram is focusedon working with persons
with severe disabilities to enable than to live independemly in the communky and in the home.

All of these programs are sure-federal programs in that the federal government provides the bulk of
the funds for their operation, leadership in program development, tedmical assistance bi program
implementation, end monitoring of program riciministretion. Each sate hes designated m agency to be
responsible for the day-to-day administration Of the programs. This agency is responsible for both the
determination of eligibility of persons for the programs aid the provision of services.

Services are tailored to the unique needs ofthe individual mil are guided by an individualized written
rehabilitation program (IWRP) which is developed by the eligibleperson and a representative of the state
agency. The services available under these programs are guise varied and may include the following:

medical. psychological, vocational, md other types of assessments to determine the functional
strengths and limitations of the individual as these reiate to the program eligibility criteria and the
development of appropriate rehabilitation porgramming with suitable objectives and goals;

counseling and guidance to assistan elivble person in selecting suitable rehabilitation programming,
including the types of services needed to achieve the person's choice of a goal;

referral to secure necessary services from other agencies;

physical and mental restoration services necessary to correct or substantially modify a physical or
mental condition which is. stable or slowly progressive;

vocational and other types of training, including on-the-job training, trade schools, and training in
institutions of higher education;

interpreter and reader servises;

services to family members when necessary to achieve the rehabilitation programming objectives:

reha Aitation technology services;

placement in suitable emplorrient;

post-employment services necessary to maintain or regain other suitable employment; and

other goods and services necessary to achieve rehabilitation objectives.

The state agency can provide some of these services, such as, counseling and guidance, referral, and
placement directly to an eligible person; while for other savices, the agency may arrange for their
provision by a vendor such as a hospital or educational institution. For many of the services, the state
agency will participate with the eligible person in sharing the costs connected with the services. The extent
of financial participation will vary depending on the needs and resources of both the eligible person and the
agency's policies.

Since the programs are arbninistered by the states warn me biped framework of federal requirements.
the states have a good dal of flexibility in the achninimation of these programs. Thus it is important to
seek information on these programs from the scam agency. In some smes, the agency will be an
indepenn-nt agency; in other states, the agency may be part of a larger agency such as one devoted to
education, employment, or human services.
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